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Preface 


Ea^ year thousands of young men and women graduate from 
college and enter secondary school teaching. Their training 
varies from one to another of the 48 states in conformity to 
tlie legal requirements for certification. Certain elements are 
almost universal: educational psychology, practice teaching, 
and an acquaintance with the development and present status 
of secondary education. 

Tlie authors of this book have spent many years in the 
initial training, placing in school positions, and in-service train- 
ing of high scliool teachers. On the basis of these experiences 
we have considered judgments about the introductory course 
for college undergraduates who expect to go into high school 
teaching. Through our conversations and in group consulta- 
tion, our convictions were refined into the outline tliat has 
resulted in The American Seconder!/ School. 

The operation of the secondary school is described in broad 
outline. Teadiing as a career, the extra curriculum, the cur- 
riculum, and guidance have two chapters each. The school as 
a force in the community, the historical development of the 
high school, evaluation, rnarking, and the organization of public 
education are treated in separate chapters. 

As a background for the entire book two “foundation stones” 
are provided: (1) the developmental tasks of adolescents and 
(2) the social foundations of education. The developmental 
tasks that an adolescent must master in high school if he is to 
make a satisfactory adjustment to his peers and the culture are 
described as six. The bases for these tasks are found in the re- 
university research laboratories that are concerned with human 
growth and development. An a\vareness of these tasks, which 
is imperative to an understanding of young people, is not yet 
V 



^-i PREFACE 

widely disseminated or incorporated in introductory texts in 
education. 

Knowledge about the social bases for education has been 
accumulating slowly throughout a quarter of a century. We 
have tried to show here the inter-relation betw'een the school 
and its supporting society. Had we not developed an industrial 
and urban civilization, secondary education might well have 
developed more slowly and in another direction. Our informa- 
tion about the selective nature of secondary education and the 
implications of the class structure in a community influences 
the land of secondary school we ate building, although in far 
too many cases teachers and administrators remain unaw’are of 
their significance. 

In no sense can The American Secondauj School be thought 
of as a comprehensive treatise on secondary education suitable 
for doctoral seminars in malor universities, It u'as written for 
undergraduates who are entering programs of teacher educa- 
tion to become high school teachers. It has been e.Ttensively 
tried out in manuscript with college juniors and seniors, who 
have advised us of ways in which it could be improved. It is 
offered to college teachers who are seeldng a text to introduce 
students to high school teaching as a career. 

Paul B. Jacobso.v 

Eugene, Oregon 
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1 

Education as a Career 


George IV. Ebey 


During one’s lifetime there are important decisions to be made. 
Probably the two most important are tlie choice of a wife or 
husband and the selection of a vocation. If these decisions ore 
Jiasly or ill*acl\’jsed, a person may well lead a drab or frustrated 
or even miserable eUslcnce. If the selections ore made wisely, 
he will have an excellent chance for a rich and satisfying life. 

In choosing a t'oeation some people plan, some drift, some 
let others do their planning for tliem. If one is plai^niug his 
career rather than drifting or being pushed, there are many 
questions he should be asking about education as a profession 
and alwut himself in relation to it. lie should bo sure he wants 
to 1 h' a teacher. Here are a few of the qxicstions he may wish 
to ask: 

■ Wliat is the importance of education when compared with other 
vocations? 

\\^i.it arc tlic ppijortnnities for growth and advancement in the 
profession? 

ttliaf kinds of teachers are in greatest tfeniand? 

What arc the pcisonal satishtctions in education? 

How much salary may one expert? 

As a teacher what will tlic duties and responsihilties be? 

What are the personal and professional qualities necessary to be a 
good teacher? 


1 



2 EDUCATION AS A CAREER 

\\Tiat are some of the things one should know about relatjonsbips 
to pupils, co-workers, and the communi^-? 

Just how “professionar is the leaclung profession? 

How may a prospecti\ e teacher best prepare to enter and grow in 
the profession? 

Let us esplore briefly the answers to some of these questions. 


Impobtance of EnucATios as a Profession 

Americans always have had great faith in education. Shortly 
after the first colonists landed in the nesv world they started 
schools and passed laws requiring that schools be established at 
public expense. Scarcely a national figure has lived who has 
not at some time affirmed his faith in education as an instrument 
for building and preserving our nation. From the earliest days 
an organized s)'stem of education has been regarded by im- 
portant leaders as basic to our democratic society. 

NNTiy does education hold such a position of respect in 
American life? The answer is quite simple. We belong to a 
great countr)’. It is a nation which lias grown in less than 200 
years from a struggling, impoverished republic to Uie richest 
and most powerful nation in the world. Two kinds of resources 
have been responsible for this position of pre-eminence. One is 
our natural resources; our forests and fields, our mountains and 
mighty rivers, our plains and our sea coasts. The other is our 
human resources: die people who make our countr)’ great Im- 
pros’ing the quality of our human resources, our people, is the 
chief puixiose of education. For this reason education is a pro- 
fession of basic importance in our democratic socieU’. 

Education has been caUed the "parent profession." All other 
professions and > ocations depend upon it for their continuance. 
Even tlie proper use of our natural resources depends upon the 
skill and understanding of our people. Small wonder that en- 
lightened members of the teaching profession consider it the 
most important social force in American life. Properly organ- 
ized, its iiossibilities are unlimited. It is a profession svilh 
which one may well be proud to be associated. 
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Scope of Education as a Ppofession 

In size, education is by far lie largest profession. Of the 60 
million people employed in the United States, rouglily a million 
and a quarter are members of the tcacliing profession. About 
one-third of all professional ivorfcers are teachers. Tliey num- 
ber almost two and a half times the physicians, lawyers, and 
clergjTnen combined. 

Education in our nation isa very- large enterprise. One person 
in five is going to school. Close to 30 million people are enrolled 
in our schools, colleges, and universities. For these educational 
services tlie people of our naUon spend several billions of dollars 
annually. It is evident that education may be compared in scope 
with the largest of business or industrial enterprises. 

Groieih of education. Today our patterns of educational or- 
ganization are a strange combination of the simple and tlie 
complex. The growth of our system of education has paralleled 
the development of our nation. In early America, life was 
simple and chiefly agrarian. The one-room rural school, Jn 
wliich the teacher taught all subjects to children of all ages, 
was the typical educational unit. The teacher \vas responsible 
to the local school board for all aspects of tlie educational 
program. Witli the impact of the industrial rei’olution upon 
American life, cities grew. Slate governments and the federal 
government became more aware of tlicir responsibilities to 
education- Today state and large city systems and many of our 
great universities are as highly organized and specialized as 
very large business concerns and other gON’cmmental agencies. 
People arc sometimes stirpriscd to find the school superin- 
tendent’s office in a large dty occupying several floors in a 
downtown office building, or even a sizable building of its orvn. 

In sharp contra.st to our larger educational systems, one- 
teachcr schools persist, a reminder of our colonial and pioneer 
p.ast. TJjoug!) they decreased 42 percent between 1^0 and 
19-16, they still numbered more than 60,000,* chiefly in sparsely 

> V.S. OSkv of EdMatlon, r^derat Seettntf Agtnc}\ "Slafat/cal Sane)- of 
Edtication. 1013*46." Blennfj/ Surcfy of Edticntlon in ihc United Stale^• 1944- 
•19 D.C.: SuperinteoJeat el Documents, Gofemment PriotioB 

Office. 10-19), p. 5. 
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settled, inaccessible parts of the coantry, and employed over 
12 per cent of the nation's elementary teachers. 

As a college student plans his career, he should remember 
that education is a vast and important enterprise, deeply rooted 
in American life. He should also remember that the schools of 
our nation are as simple and complex as the communities they 
serve. All need and deser\'e excellent teachers and professional 
leaders. Consideration should be given to serving in the type 
of situation best suited to each prospective teacher’s oum inter- 
ests and abilities. 

Qualities Needed i*» Members of the Professiom 
No profession is greater than the people who make up its 
membenhip. Education is no exception. Its influence will 
depend directly upon the quality of its teachers, supen’isors, 
and administrators. Because education is concerned with im* 
proring our human resources, it merits the best talents society 
can provide. Certainly the persons to ivhom we entrust the 
education of our children and youth should be selected care- 
fully from among our finest citizens. There should be no room 
in the profession for the dull and drab, the unstable and incom- 
petent. Only the best should be allowed the privilege of 
influencing the growth and development of our nations most 
precious asset. 

^Vhat are the qualities most to be desired in teachers? For 
many years educators have sought the answer to this question. 
Research in this field probably will continue as long as Uiere 
are teachers to be evaluated. One difficulty in evaluation is 
that the effectiveness of a teacher logically should be measured 
by the desirable changes which occur in the learners under his 
guidance. Some of the more important changes in learners are 
not always easily measured. Nor can one he sure that the 
lunges which do take place are caused by the teacher or by 
other influences, such as the radio, television, motion pictures, 
a learner s parents, his friends, or even his own growth pattern. 
Furtbennare, not all children have the same needs. There is 
some evidence that a teacher who is excellent svilh one type of 
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dbOd may be much less effective with another type. Continued 
study is necessary. 

Teachers and our times. From the practical standpoint we 
caimot await the results of these studies. Competent persons 
must be encouraged to enter the profession. Teachers must be 
selected. We must use the accumulated intelligence of the 
profession to select individuals we consider best qualified to 
teach. The Commission on Teacher Education of the American 
Council on Education describes the urgency of the situation: 

We live in a revolutionary period of history. All our values, all 
our ways of existence, are being chaUenged. Upon the choices we 
and our cliildreo make a fateful future hangs. How can wc equip 
those children to choose wfaely and then act with effective intelli- 
gence? It is evident that we must be clear as to our basic values: 
we must understand what are the most taporfant social facts of our 
times. Then we must obtain schools in which our children can learn 
to share those values, to deal mth those facts. But if this is to be 
done, teachers who can create such schools must be produced. This 
is tbe task of teacher education.* 

From this statement of the importance of education in our 
society and of tlie teachers to whom tlie function is entrusted, 
it is apparent that effective leaching requires excellent people 
who themselves have had a broad, balanced, and Superior 
education. Ideally, teachers should be among the finest indi- 
viduals our culture can produce. 

Like otlier people, teachers differ. They are human personal- 
ities. Two people may have similar characteristics, but are 
never exactly the same. No two teachers in our nation are 
identical. Yet there are many excellent members of the pro- 
fession. On a faculty the differences of teachers may actually 
be a source of great strength. Our democratic society should 
respect the individuality of teachers. There are also likenesses 
among fine te-achers. In spite of differing strengths and weak- 
nesses, there are basic qualities necessary for excellence in 


* Commission on Teacher Educaboo, American Council on Education, 
Teachfrs for our Times (Washington, D.C; American Council on Education, 
1944), p, 175. 
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teaching. Let us consider the important qualities common to 

strong teachers. 

What students think. In recent years Witty* has analyzed 
what students consider to be tlie traits of the teacher who 
helped them most. lie based his summary upon letters received 
from about 14,000 students in one study and 33,000 in another. 
Their letters were interesting. Not only was tlierc general 
agreement among them, but their letters revealed the been 
perception of the students themselves. A prospective teacher 
should be interested in both tire positive and negative traits the 
students regarded most important. 


Sfort Frequently Afentfoned 
Positicc Traits 

1. Cooperative, democratic 
attitude 

2. Kindliness and considera* 
tion for the individual 

3. Patience 

4. Wide interests 

5. Pleasing personal appear* 
ance and manner 

6. Fairness and impartiality 

7. Sense of humor 

8. Good disposition and con- 
sistent behavior 

9. Interest in pupils’ prob- 
lems 

10. Flexibility 

11. Use of recognition and 
praise 

12. Unusual proficiency in 
teadiing 

What educators thinlc. For 


Most Frcqtientlij Mentioned 
Nesatioc Traits 

1. Bad tempered and intol- 
erant 

2. Unfair and inclined to 
have favoriles 

3. Disinclined to help pupils 

4. Unreasonable in demands 

5. Tendency to be gloomy 
and unfriendly 

6. Sarcastic, and inclined to 
use ridicule 

7. Unattractive appearance 

8. Impatient and inflexible 

9. Tendency to talk exces- 
sively 

10. Inclined to talk down to 
pupib 

11. Overbearing and con- 
ceited 

12. Lacking sense of humor 

a long lime educators in Cali- 


ot Sfuies of the Characteristics of the Effective 
® E‘tu«f<ond H«e»rc?i. Official Keport. A.E.RA, 194S, 
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fornia Lave been working on a descripliojj of Ure t)’pe of 
secondary tcaclier tlie coUegcs and universities of the state 
should develop. Their study was interrupted by World War II. 
After die war, under tlie leadership of the California Council 
on Teacher Education, they rene%ved their efforts. Large 
numbers of teacher educators, secondary school principals, 
and other professional workers took part in the project. Tliey 
agreed that they wanted secondary teacher education programs 
tliat would develop: 

1. Liberally educated teacliers of superior personab'ty and many- 
sided interests, capable of participating in cooperative under- 
takings. 

2. Teachers of substantial aduevemenf in one or more of the major 
areas of learning. (They also recognized the danger of over- 
specialization. ) 

3. Teachers with knowledge and understanding of the school as a 
social institution, of childhood and adolescence, of the particular 
area in wliich instruction will be given; and with the ability to 
plan, to e.xecute. and to relate to other aspects of the school the 
work the teacher proposes to do. 

4 . Teachers with a knowledge of the fob they are expected to do, 
with a keen understanding of the community and its workings, 
and with a good sense of what is involved in public relations.* 

It can readily be seen that leaders in education are seeking 
teachers who are well-rounded personalities wtli a liberal 
education. At the same time, they desire teachers who are 
coriipetent in their profession. John Dewey once wote; “\Vhat 
the best and ^visest parent wants for his o%vn child, that miist 
the community svant for all of its children." ® Perhaps what is 
desired in teachers may best be summarized as those qualities 
expected in our best and wisest parents and, in addition, the 
professional understandings and skills necessary to organize an 
effective program for learning. 

Imtortancb of tub CuASsnooM Tbaoier 
In education there is no substitute for tlie excellent class- 
jt>rwo teacher, A cou^etEnt administrator will provide a con- 
* Califcinia Council on Teachst Educahoo, mimeogtaphed report, dica 1947. 

® Joiin Den'er. Tfifi Sche^o! end Socieff (2d ed.; Chicago: Uaivefsity of Chi- 
cago ^css, 1915), p. 3 
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genial environment in wliidi teadiers may do their best work. 
He will strive for adequate school bmldings, materials and 
supplies, and enthusiastic public support. Supervisors will 
assist teachers in enriching their programs. All are important. 
But in the final analysis the classroom teacher is the basic 
educational worker — in one-room sdiools and large city sys- 
tems alike. 


Whtj ilie classroom teadtcr is important. There are two 
reasons wliy die classroom teacher is so important. Tlie first 
reason is obvious when you study Chart 1. Of the million and 
a quarter educational workers, 92.3 per cent are classroom 
teachers. Only 7.7 per cent hold administrative or supervisory 
positions. For the most part, classroorn teachers are the educa- 



ClIAJ«T 1. 


The second reasorys even more fundamental. Tlie classroom 
teacher is the person m daily contact with pupils. He is respon- 
sible for die guidance of learning cs-cry day of the school year. 
It is he who determines wliether tlie program is rich or meager, 
challenging or frustrating. More tlian any other educational 
worker, the classroom teacher has the opportunity to help stu- 
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dents broaden tlieir horizons and develop worthy purposes. 
To improve the quality of education, empljasis must be placed 
upon preparing better classroom teacliers. 

Later a young tcaclier may decide to prepare for an admin- 
istrative or supervisory position. Eventually he may want to 
work in one of the many special areas in the field of educalion. 
For any such employment, classroom teaching is necessaty' 
background. On the other hand, like many otlicrs, he may 
derive his greatest satisfaction from becoming a master class- 
room teacher. 

OppoRTUNTnEs Fon Employmfjit 

When a prospeclis’e teacher completes his teacher education 
program, he probably will be interested in obtaining a position. 
Most prospective teachers arc, though some have otlier plans. 
^Vliether he has difficulty in obtaining a position or is easily 
placed will depend upon how successfully he Is able to answer 
three fundamental questions: 

‘ 1. How competent am I, how well-prepared to teacli? 

2. ^Vhat age group am I best adapted to leach? 

3. ^Vhat kinds of teachers vvill be in greatest demand when 
I am seeking a position? 

Tlie first and second questions he must answer for himself, 
with the aid of advisers in whom he has confidence. In general, 
well-qualified candidates arc nmong the first to be placed. This 
fact is worth remembering as he begins his preparation. Cer- 
tainly it would also be an excellent idea for him to observe 
good teaching on several age levels and in a variety of situa- 
tions. Some people have personalities and interests especially 
well-syited to teaching a certain age group. Still others Jiave 
outstanding talent in a special field. Many people, however, 
are capable of adapting themselves broadly to pupils on dif- 
ferent levels of development or in several fields. If the proq^ec- 
tive teacher is one of this t)’pe, his decision may depend upon 
his answer to the third question, v^diich concem.s die avail- 
ability of positions. To insure desirable employment, he may 
even wish to prepare for tcacdiing more than one age group or 
teaching in two or more fields. 



10 EDUCATION AS A CAREER 

Teacher stipphj and demand. In the last 20 years teacher 
supply and demand have fluctuated greatly. In 1950, for 
example, about three secondary teachers were prepared for 
everj’ secondary vacancj'. At the same time there were three or 
more vacancies in elementarj’ sdiools for every new elementary 
teacher certificated. As a result, superintendents were looking 
feverishly for elementary teacdiers, especially on the primary 
level, while many newly trained secondary teachers were 
anxiously seeking positions. 

TABLE 1 

Estimaled Tntal Number of New Teachers Needed Each Year, 1945*1960. 
and Estimated Total Teaching Positions for Each Year.* 

Esiinoted Total 

iVetc Tecchm Seeded {Including Replacements)* Teaehinff Positions 


Year Elementary Secondary Total 

1945 53.943 19,055 78,030 1.005.660 

1949 . . . 73.785 13.5m 89.118 1,031,347 

1950 . 79502 13,009 92,511 1,055547 

1951 .. 79,400 13,239 92,639 1.083,887 

1952 78.270 17.811 96,081 1.110.820 

1953 87,983 20.461 118,448 1.158.253 

1^ .. . 100.353 22.601 122,934 1,206.946 

1955 93.840 22.999 116.539 1.246526 

1956.... 82.739 27.803 110,582 1,276.593 

1957 70,670 35.673 106.343 1,300,820 

1958 62,970 36,791 99.761 1.317.120 

1939 51.393 33.121 51.S19 1.317.393 

1960 . 57,090 29.953 87,073 1,320.468 

TotS ~ 988.967 305,909 1594,876 


These figures indicate estimated number of teachers needed to 
new ^itions and to replace teachers leaving the profession. Thev do not 
mdude the mnnher reqmred to r^lace emergency teachers' and to 
f^uce average class size to a ratio of 23 children for one teacher. \Mien 
table was PreP^^there were 90.000 emergency teachers: 70.000 e!e- 
To ooioco ..ige elas, rizi to 25, 
onot^ 138,594 elRoentaiy tt^bm would have been necetsaiy. To 
ehmiMte cniCTgency teacheis and leduee claa size, 1,523,470 teacbert 
iMween 1943 and 1930 instead ot U» 1 031,S76 sbown 


T. It Sbeoetl. Anotute Sterne,. .N'.taewl Cm- 

“S T"T=timl SanAotnasblunoe, DC. 

S" New-Te.el»t- 
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Even on the secondary level opportunities varied greatly, ti 
1950 there was an adequate supply of secondary teachers in 
most fields. In home economics and girls* physical education, 
however, there were serious shortages. The greatest oversvipply 
e.tisted in social studies and men’s physical education. 

Table I shows the best estimate of teaclier demand on a 
national basis through 1960. For guidance in a particular field, 
current periodicals and research bulletins should be consulted. 
Since opportunities ^vil! vary according to locality, information 
should be sought also from collie placement offices, state 
departments of education, and possibly state education asso- 
ciations. 

In general, einplo>'ment opportunities for classroom teachers 
are divided into Uie following levels: pre-school, elementary, 
secondary, college and university. Even though a college stu- 
dent may have decided definitely th.it he is interested only in 
tlie secondary level, a brief review of other areas will be advan- 
tageous. It will help relate his level of interest to the other 
major areas. 

JPre-sc7jooI education. Nursery schools and kindergartens 
normally are considered to be pre-school education. In many 
communities they are privately operated. In some communities 
the kindergarten not only is publicly supported but lias become 
an important and integral part of the elementary school 
program. 

The chief purpose of pre-school education is the personal 
and social development of three-, four-, and five-year-old chil- 
dren. A few nursery schools accept even younger children. The 
program usually is a fiextble one emphasizing art, music, play, 
and other socializing activities. Nursery schools and kinder- 
gartens are important in adjusting children to the school situa- 
tion and providing tliem svilh a rich background of experience 
for elementary scliool activities. 

The pre-school field has been limited almost exclusively to 
women teachers. Opportunities for employment have been and 
probably will continue to be good. Teachers in this area should 
enjoy working with young children and should be well-prepared 
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in child development, child psychology, children's literature, 
family relations, and sociology. The abUity to teach simple art, 
music, rhythms, and games is indispensable. The teacher who 
also has prepared for primary education usually will be in very 
great demand. 

Ekmentanj school teaching. Educational leaders agree that 
the elementary level is one of great opportunity for both men 
and women. The reason is partly one of simple arithmetic. 
Most of the people going to school are in the elementary grades. 
Though many city districts consider the elementary school to 
be grades one through six, the typical elementary school in the 
United States still includes grades seven and eight. In 1&48 
over half of all classroom teachers were elementary teachers. 
There were slightly more teachers in elementary schools than 
in the combined total of kindergartens, secondary schools, col- 
leges and universities. This fact is important not only for 
prospective teachers but also for persons who may be interested 
eventually In administration, supervision, and teacher educa- 
tion. 

An elementary teacher normafly has one group of children 
and is responsible for their well-rounded growth, including 
their development in the three R’s. In the upper grades there 
is frequently some opportunity for specialization, particularly 
in art, music, physical education, industrial arts, home eco- 
nomics, and science. 

To be effective, an elementary teacher must enjoy children 
and be able to work with them on their level. He must under- 
stand them as individuals, be able to provide for their differ- 
ences, and use their natural curiosity and interests to ads’ance 
their growth. Increasingly school administrators are looking 
for elementary teachers who have some backgroimd in art, 
music, dramatics, and physical education. 

During our nation’s early history most elementary teachers 
were men. Since the Civil War elementary schools have been 
staffed largely by women.’ Though the kindergarten and pri- 

’ Willard S. Elsbree, The Ameffam Teadter (New York: American Book 
Company, 19.29), pp 199-208. 
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mary grades probably will continue to be the almost exclusive 
domain of women, there appears to be a trend toward an in- 
creased number of men in the intermediate and upper grades. 
This is a wholesome trend. As salaries for teachers become 
more professional and salary differences for elementary and 
secondary teaching decrease, the trend probably wll continue 
until a “golden mean” between men and women teachers in the 
elementary school is established. 

Secondary school teaching. The secondary school ® is a field 
tliat has had phenomenal growth since 1890. Since then it has 
changed from a school serving a select few to one enrolling a 
very large proportion of youth from all segments of society. 
The faculties of public secondary schools alone have increased 
Over thirty-fold, from 9,120 in 1890 to more than 805,000 in 
1948.* Largely responsible for this change has been tlie gro\vth 
of our technological society — with decreased employment op- 
portunity for youth and, its natural companion, increased com- 
pulsory school age. (See Chapter 5.) 

Secondary teaching is a stimulating field. Since the second- 
ary school now enrolls youth from a broad cross section of 
American life, its program Is undergoing extensive changes. 
Some secondary students are college bound. For others the 
high school will be the end of their formal education. Programs 
must be designed to teadi all youlli the ways of democracy 
and, at the same time, to provide for individual needs, interests, 
and abilities. 

Many high school programs continue to be extremely tra- 
ditional, dominated by single textbooh teaching and a pre- 
scribed subject matter philosophy. Programs will change only 
as teachers change. There is real need for more secondary 
teachers with a fresh viesvpoint — a viewpoint that emphasizes 
the growtir and de>'elopment of youtli. 

B Normally the Jiinior college Is considered a secondary school. Since statistics 
on the junior college iron) the U.S. Office of Education are included under 
higher education, the secondary seboed in this chapter encompasses only the 
junior and senior high school and the regular four- and £ve>year high schoob. 

* For 1890 figure see U.S. Office of Education. "Statistical Survey of Educa- 
tion, 1945-46," op. cif., p. 20. The 1918 figure is taken from Chart 1 on page 
11 of this chapter. 
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Teachers with such a viewpoint will move away from stereo- 
typed lessons, centered around a single textbook. They xvill 
analyze the human material xvith which they are working, the 
boys and girls in tlieir classes. Ever conscious of individual 
differences, they will provide opportunities for a variety of 
experiences. Lectures and class discussions will be liberally 
interspersed with individual reports, panel discussions, motion 
pictures, slides and film strips, class trips, library research, 
outside speakers, and various other experiences. Students and 
teachers increasingly will plan programs together. Not only do 
boys and girls learn to plan by planning, but through teacher- 
pupil planning the content of courses becomes more vital and 
significant to the learners. Under tliese circumstances students 
work harder, learn more. 

To be successful in the secondarj' field, one must enjoy work- 
ing with youth of secondary school age. Employing adminis- 
trators are looking for secondary teachers who have warm, 
friendly personalities and who have well-rounded backgrounds 
of experience. They desire teachers with an understanding of 
human growth and development, adolescent psychology, and 
the learning process. They are interested in teachers who are 
broadly trained, well-prepared in a variety of fields, with 
special competence in two or more areas. 

Teachers who are capable, personable, and adaptable will 
be in demand for junior high school, high school, and upper 
elementary positions. Many administrators beh’eve that teach- 
ing in the elementary school, xvilh its more flexible program, is 
excellent background for teaching ultimately on the secondary 
level. 

College teaching. Many young teachers aspire to college or 
university teaching as their ultimate professional goal. College 
leaching has enjoyed greater prestige than teaching on other 
levels. This prestige and the pleasant associations of college 
life appeal to many prospective teachers. 

Although there is much excellent teaching in higher educa- 
tional institutions, some of the poorest teaching also takes place 
teoshVgecirssnJOms. The reasons are sunpfe. Coffege teachers 
frequently are selected because of their scholarship or their 



EDUCATION AS A CAllEER 15 

interest in research work. In many instances tliey ha\'e no 
background in educational methods and no understanding of 
the learning process. Some professors arc openly scomfiJ of 
efforts to impro\’e teaching lecliniques, contending that knowl- 
edge of one’s field is all that is important. Frequently these 
same professors are so far removed from their students that 
tliey fail to recogni 2 e them on the campus. 

College teaching is an area with many challenging oppor- 
tunities. A person planning to become a college teacher will be 
a better teacher if he first has had elementary’ or secondary 
teaching experience. Higher education differs from the other 
levels in several important respects: 

1. Many colleges and universities are pri%'ately controlled. While 
nine out of ten elementary ami secondary teachers are in public 
schools, about half the teachers in higher education are employed 
in prh'ate colleges and imhersilies. 

2. Excluding administration and supervision, college teaching is 
the Only field in which men outnumber women tcadiers. Here 
men exceed women almost three to one. Only jn teachers col- 
leges do women faculty members approximate the number of 
men. 

3. College teaching tends to be more highly specialized than other 
areas. Only in xerj' large high schools does tlie specialization 
approach that found on the college level. 

4. More preparation is required for college teacliing. Normally, to 
begin in .a small college ns an Instructor a masters degree is 
expected, and a doctor’s degree is necessary for initial appoint- 
ment in most of the major institutions. 

Obviously there is a smaller demand for college teachers 
than for oUier types of teaclicrs. There are fewer students in 
college than in elementary and secondary schools. In I94S 
there were almost 175,000 college teachers in the more than 
1,700 colleges and universities of our nation.*^ In other words, 
about one teacher in seven was employed on the college level. 

The -ftiiure of higher education. The long range employment 
outlook in higher education is very good for well-qualified 
persons. Tliere are several reasons; 

1. The trend is for a larger number of youth to complete high school 
and enter college. 


Spc Chart 1. 
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2. The growing interest in highra education probably will result 
in a larger nujnber of institutions, especially junior colleges, 
distributed widely throughout the country. For one interested in 
college teaching, the recent community college development 
merits exploration. 

3. There is a trend toward lengthening the period of college 

training. ' 

4. The higher birth rate of the 1940‘s will begin to affect college 
enrollments in the late 195ffs. Anticipating these conditions, in 
1948 the President’s Commission on Higher Education recom- 
mended that the number of faculty members in institutions of 
higher learning throughout the nation be increased to 300,000 
by I960, almost double its size in 1948.“ 

CaOEEH OrPORTUNTTlES LN EDUCATION 
Almost all educational workers will begin tbeir careers as 
classroom teachers. Statistics show that most of them will 
continue their professional work in this capacity. Many fine 
teachers who enjoy working closely with childresi and youth 
prefer classroom teaching. Salaries and prestige should be 
provided to enable them to serve where they are most needed. 
Becoming a superior classroom teaclier should be looked upon 
as an excellent career. A few teachers, seven or eight in one 
hundred, will become administrators or supervisors. Still others 
will assume specialized teacliing positions in such fields as 
guidance, remedial reading, or psychometric testing. 

Expanding opportiinities. During the decade from 1930 to 
1960, because of tlie large growth in school populations, there 
will be a great increase in the number of special career oppor- 
tunities in education. In administration and supervision alone 
it is anticipated that between 20,000 and 30,000 neio positions 
will be created during llie decade. For those who liave tlie 
interest and ability there will be abundant opportunities. 

In a brief statement it is impossible to describe in detail the 
man>- varied opportunities. In Table II are listed tlie types of 
educational positions in one large city school system and the 

OftoiMJicmiiJ Our/oofc Hrndbook, U.S Department gf Labor. Bulletin No 
040 {Wj'tunjlon, D.C : Covenunent riinlms Office, 1019), p. 36. 
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number of people emploj wl in each position. The list is sug- 
gestive of the kinds of opportunities throughout the nation. 
Because they are more numerous, a few of the positions merit 
further description. Tiiesc are the positions of principal, super- 
visor, superintendent of schools, and the specialized teacliing 
positions. 

The principal. Every school must liave someone who is re- 
sponsible for the program. In small schools this person usually 
is called a licad teacJjcr or teaching principjil. WOjen a school 
has ten or more teachers, a full-time princtp.il is needed to per- 
form the administrative and general supervisor)* functions. 


TABLE 11 

Educational Personnel in Public Schools 
Portland, Oregon -June, 1951 
Total Number: 2.0S5 


Cldstrooni TMciierr 1.76S 

Elementary (grades 1 through 
S) 1.169 

High School (including coun* 
selurs andiocLnl-rccmtional 
ad\isen) S27 

K/ndcfgarirtt 72 

Sptdal Tcoclirrr 102 

Itcmniial Itcading Teachers 39 
VfaJting Twclicrs (school so- 
da! uTStkers) 13 

Speech Corrcctlonisls IS 

Teachers of Home Sound 
Children 10 

Teachers of Deaf and Hard of 
Hmring Children S 

Teachers of Hospllalirejl Onl- 
dren ^ 

Teachers of Ctippleil Cliildrcn 3 
Teachers in JuM.-nile Deten- 
tion Homes . 3 

Teachers of Maladjusted Cliil- 
dren .... 8 

Teachers of Low Vitality 
Children 2 

Teachers of \TsuaIIy Handi- 
capped Children 2 


Superrtsors In Ediicotlcntot Areat 18 
llenlth. riDUcal Education, 
Itecreatiofl 8 

hfusic 2 

Adult Family Life Education 1 
Art 1 

CounseHing end Guidance 1 

Family Life Education 1 

rour-II Clubs 1 

Kmdergarten-rrimMy Educa- 
tion 1 

Language Arts 1 

MatlictnaUcs 1 

Radio Station KBPS 1 

Science 1 

Sodat Sciences 1 

Special Projects 1 

VHiUng Teacliers (school so- 
cial woiterr) 1 

Administrators 114 

Superintendent of .Schools 1 

Deputy Superintendent of 
Sdmols 1 

Assistant Superintendents 3 

Elementary Principals 50 

tlisfi School ^'ice-Principals I" 

High School Principals 9 
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TABLE II 


Educational Personnel in PuWjc Schools 
Portland, Oregon — June, 1951 

Total Number: 2,085 


Adminiitrafor* (eemf.) 

Head Teachers 

Principal of Evening Schools 

Directors: 

Secondary Education . .. . 
Elementary Education .. . . 
Cluld Services 
Research 

JnstnicUonal Materials . .. 
Adult and Vocational Edu- 

Elementary lostniction .... 
^'oordinators: 

Personnel 

Sites and Buddings . 
Vocational Education . . . 


Coordinators (coni.) 
Lunchrooms 


0(Ji«y» 

Sdiool Nurses 

Psychomclricians and other 

Testers 

Attendance Officers 
School Ph>-sicUns (part-time) 
Sdroot Dentists (half-time) 
Medical Director 
Physiotherapist 
Psyxldatnst . . 

Special Investigator 
Supervisor of Dental Health 
Supervisor of School Nurses 
Dental Counselors 


63 

19 


Tlie principal is an important person in the educational 
scheme. The elementary or secondary school is a natural educa- 
tional unit, and the principal is its leader. His chief functions 
are organizing an effective program tvith teachers and pupils, 
and working svith parents on school problems. He is respon- 
sible for interpreting administrative policies to teachers and 
parents and, in turn, reflecting iheLr thinking to his superiors 
when new policies are formulated. In many cases, he assists in 
selecting his teaching and other personnel. In most instances, 
he is expected to judge their performance. Research shows 
that school programs will vary in excellence according to the 
leadership of their principals.** 

Because of the nature of his duties, a principal must be a 
capable orgamzer, a good public relations man, and a com- 
petent supervisor of teaching. He should have personal qual- 


** C<OTge W. Ebey, Adaplablhty Ainoag the Elementary Schools of an Amer- 
iMn City (New York; Bureau trf Pnbb^bogM; Teachers College, Coliaolaa 
University, 1940), p. 63. 
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ities that inspire the confidence of teachers, pupils, and parents. 
A successful principal almost invariably is skilled in tlie art of 
democratic human relations. At the same time, since ho must 
make decisions, he should have the courage necessary to sup- 
port Ijis convictions. Just as some prefer to teach rather than 
assume administrative responsibilities, others find their greatest 
professional rewards in a principalship. 

Supervisor// positions. Jf a person is keenly interested in a 
special field — such as music, art, physical education, science, 
or primary education — his professional goal probably should 
be either to become a master teacher or to assume a super- 
visory position in his field. Most of the siipervisory positions 
are included in Table 11. 

Schools should be striving cotutantly to improve their pro- 
grams. For this purpose supervisors are appointed. They are 
master teachers clrarged svith coordinating and enriching in- 
struction in the major curriculum areas. Since their goals are 
achieved chiefly through working with principals and teachers, 
supervisors should Jjav© tvamj, friendly personalities which 
enable them to deal with people in a sympathetic and under- 
standing manner. Most of their time should be spent in the 
field assisting teacliers and principals on instructional problems. 

In addition, supervisors are looked upon as experts in tlieir 
fields. They must keep abreast of new developments and be 
ready to use their knowledge in wiling new courses of study 
and curriculum gtiides. Usually they play an active part in 
organizing in-service training programs and conferences for 
improving teaching. 

in modem education, supervisors are resource persons 
who help ratlier than inspect teachers. They may advise a 
principal on tlie strengths and weaknesses of teachers in liis 
building. They should suggest ways in which the principal 
may improve his program and further assist his teachers. In 
the final analysis tliey should not be required to judge the per- 
formance of feacfiers. The evaluation of teachers is an admin- 
istrative function and, therefore, tlie responsibility of the 
principal. 



20 EDUCATION AS A CAREER 

Tlic superintendent o/ scliools. TRe position of superintend- 
ent of schools probably is the most difficult one in education 
today. A superintendent is the executive officer of the board 
of education, responsible for prowding leadership in the de^•el- 
opment of policy and for administering policy appros’cd by ibe 
board. As titular head of the sy-stem, he is the symbol of a 
community’s public schools. He frequently is required to make 
important decisions, some of xvbich ads’crsely affect certain 
citizens in the community. ^Vhen people arc not completely 
satisfied xvith their schools, their lopcal course of action is to 
bring pressure upon the superintendent. 

Yet the superintendency is attractive as a career position. It 
has many compensations. It is one of the best paying positions 
in education. A successful superintendent has high prestige in 
his community. Through the wise use of leadership, he can 
have an important influence in improving tlie lives of his com- 
munity’s children and youth. 

A successful superintendent must have excellent personal 
qualifications. He should appear well in public and be able 
to communicate his ideas easily. In addition, he must have a 
rich background of experience in education. He must be con- 
vinced of the importance of education in our democratic so- 
ciety. He must understand teaching on all levels, preferably 
through having taught on several levels. He must know what 
is sound administration in both elementary and secondar)' 
schools. He must be an expert in selecting personnel. He must 
be competent in handling business affairs, in developing 
budgets, in selecting building sites, in maintaining and e.x* 
ponding school facilities. Though much of the detailed work 
may be done by bis staff, he will be responsible for the major 
decisions. In developing a program, he must maintain excellent 
relationships with school board members and with all com- 
mumty groups. In brief, to be successful a superintendent 
must be a strong combination of educator, businessman, and 
public relations expert. 

Tbou^ none would minimize tiie exacting nature of their 
duties, successful superintendents would agree that the position 
is a stimulating and gratifying career. 
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The specialized teaching positions. After ser\Tng success- 
fully in the classroom, a teacJier may decide to prepare for one 
of the many specialized teaching fields. At present a relatively 
small number of teachers are enaged in this type of work. How- 
ever, the number is growing as school systems try to provide 
adequately for individual differences. 

One of the most common of the specialized positions is the 
counselor on Uie secondary sdioo! level. All teachers should 
have a guidance vie^vpoint. Most modem secondary schools 
also employ counselors to aid students in planning their educa- 
tional programs and to assist them with their personal prob- 
lems. Some schools also have vocational counselors who work 
closely with local firms in providing work experience and 
placement opportunities for pupils who are not going to col- 
lege. Frequently counselors divide their time between class- 
room teaching and counseling. All in this type work should 
have had graduate study in the field of guidance. Ideally, they 
should be individuals with broad experience. 

Another area which offers many opportunities is the field of 
special education. This is a broad field covering the education 
of all types of exceptional cliffdren. It includes the teacliing of 
the visually handicapped, the deaf and hard of hearing, the 
Crippled, the low vitality children, the very rapid learners, the 
very slow learners, the speech defective, children needing 
remedial reading, the emotionally maladjusted, the home- 
bound, the hospitalized, and chUdren in juvenile detention 
homes. All special education teachers must be sympathetic, 
competent persons who enjoy working wth indlviduab and 
small groups of children. All should understand the problems 
of classroom teachers. In most areas they should have had at 
\ least a graduate year of specialized study. Some educators feel 
tJiat we are overlooking many diildren who need special atten- 
tion. Tliey believe the field of special education will expand 
to meet these needs in the years ahead. 

A teacher espec/aJJ)' interested in psychology, mental health, 
or maladjustment may wish to prepare to become a scliool 
psychologist or a scliool soda} worker. These are fascinating 
fields requiring at least a year of graduate study. The school 
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psychologist is responsible for diagnosing the learning difficul- 
ties of cliildren who have not adapted well to the school en- 
vironment. He works closely with the special education depart- 
ment. Frequently he also is responsible for the school testing 
program. 

The school social worker, sometimes called the visiting 
teacher, is a person who works with cliildren and youth who 
are maladjusted socially or emotionally. His work is preven- 
tive and remedial. He deals with many types of warped per- 
sonalities. In his activity he draws upon many resources — the 
school, tlie home, the child guidance clinic, the school psy- 
cliiatrist. 

Adult education. A field which seems destined to become a 
more important part of educational programs throughout the 
nation is adult education. There are several reasons. Our 
technological society has afforded people more leisure time. 
Medical science has extended mans life span. Public schools 
are more conscious of the importance of meeting the educa- 
tional needs of all the people. As a result there is a growing 
emphasis upon lifelong learning. It is anticipated that larger 
numbers of adults will enroll in night school classes, corre- 
spondence courses, and college extension courses. In addition, 
there ^vill be adult education programs under a variety of 
names; related trade training, adult family life education, con- 
ferences, institutes, forums, workshops, refresher and continua- 
tion courses. Adult education is a field in whidi some xvill 
desire to spend part of their time as teachers. It is an area in 
which others will want to specialize. 

Study axo Dkccssion 

1. Describe briefly the best teacher and poorest teacher you have j 
had since beginning schooL List the qualities that made one 
the best, the other the poorest in your opinion. 

2. Visit and observe classes on three or four widely-spaced grade 
levels. \Vith which age group or groups do you think you 
would be most successful? Why? 

3. Study what kinds of teachers wUl be in greatest and least de- 
mand this year. How does demand compare with anticipated 
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supply? Infonuation may be obtained from your college place- 
ment ofEce, the state department of education, the state ^uca- 
tion association, and recent bult^ins in the library. 

4. Describe briefly the posib’on you ultimately hope to hold in 
education, ^^^lat steps do you plan to tahe to achieve your 
objective? 

5. Visit a nursery sdiool or kindergarten class in your area. Dis- 
cuss its purposes with the teacher. Should pre-school education 
become a regular part of the school program? justify your 
position. 

6. Discuss the problems of secondary school teaching with a local 
teacher, administrator, or supervisor. \Vliat is an acceptable 
viewpoint on secondary education? How can you provide for 
all American youth svithout neglecting the gifted? 

7. Interview a principal, supervisor, or special teacher in your 
locality. Describe in some detail (a) the functions of the posi- 
tion and (b) the educoHon and erperience desirable as back- 
ground for such a position. 

8. Analyze the future of college teaclung. What bearing will 

national and international events have upon college careers? 
What arc the opinions of educators in recent professional 
magazines? ' 

9. Describe one or more superintendents of your acquaintance. 
What are their strengtlis and weaknesses^ How do they measure 
up to the qualiflcations outlined in this chapter? 

10. Study the development of adult crlucation in our country. IVrite 
a paper on its histor>', its present status, or yoiu- opinion of its 
future. 
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Advantages and Disadvantages 
ol Education as a Career 


Groige ir. Ehey 


Wlipiljcr a colJcgo itndent sJioiiId cliooip ctlucaUon as a pro- 
frsiion will depend lAfgt-Jy upon wlml he considers iinportnul 
ill life. If his niajot purpose is to heconie the wealthiest person 
in the community, or to own llic larjjcsl farm in the county, or 
to Spend his winters relaxing in linurions resorts, he probably 
sliould select some other vocational fieUh In brief, if bis dom- 
inant life purposes are chiefly materialistic, he should not 
choose education as a career. 

If, howcs’cr. he belies es firmly in our dcmocr.ific way of life 
and desires (o make a significantcontrihution to it, if lie enjoys 
U'orhing with people in a CTcatis'e and pleasant atmosphere, if 
he is interested in lii'ing moderalrly well, tlien lie should con- 
sider Seriously the exciting opportunities of a career m educa- 
tion. For teaching has the possibilities of being a most creative, 
sochally important, and satisfying svay of eaniinu one’s Jiving. 
James M. Spinning, superintendent of schools in Rochester, 
N'ew York, probably would add: "Its not just a way of earning 
25 
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a Ihing. It s a way of life which is concerned with improving 
life. Tlie teacljing profession is a chance to multiply one’s 
influence. It’s something that must appeal to anyone who 
wants to have some part in making a better world.” ‘ 

- The teachers job. In general, teaching is hard work. Any 
work involving the supervision of groups of people throughout 
die day, enjoyable tliough it may be, requires die e.xpendilure 
of a great deal of nervous energy. When these people are 
active, inquisitive, growing children, the nervous strain is even 
greater, requiring the patience, kindliness, and humor typical 
of excellent experienced teacliers. In communities where class 
sizes are large or physical facilities inadequate, the teacher’s 
responsibilities become increasingly burdensome. Nor should 
one be misled by the five-day week and six-hour day, In addi- 
tion, there are extra-curricular activities to supervise, teaching 
plans to prepare, parent conferences to be Jield, professional 
meetings to attend, possibly youth groups requiring leadership- 
The good teacher, interested in his work, will find each day 
too short. 

Every profession has disadvantages. Education is no excep- 
tion. Among the least justifiable are the restrictions in some 
areas upon the teacher’s personal life These vary from state 
to state and particularly among communities within a state. 
Larger cities will regard teachers in much the same light as 
other professional workers. There ivould be general concur- 
rence that teachers should be wcW-bicd, cultured persons of 
good character. In all communities teachers %vill be censured 
for public profanitj’, excessive use of intoxicants, and immor- 
ality. So will other professional people. In small towns and 
rural areas restrictions frequently exceed those imposed upon 
other well-bred, cultured persons of good character; smoking, 
attitudes toward race and religion, unpopular political and 
economic views, and even the teacher’s social life come under 
close scrutiny. As education becomes more professional, un- 
reasonable restrictions wll tend to disappear in most areas. 


Atlipted from his radio «dtlr«ss over XVIIAM and published in Jmima! of 
• National Education Afscciofion, March. 1947 
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Narrow-mindcdoess toward teachers probably will continue to 
exist in some parts of rural America for a long time. Prospective 
leaclicrs slioiilcl consider restrictive community demands when 
applying for positions. They should not accept positions in 
communities where it is impossible for them to adjust readily 
to prevailing attitudes. 

A(lcanta{ies iu teaching. Those who are in the profession 
and enjoy teaching believe that the advantages greatly out- 
weigli the possible disadvantages. In teaching there is never 
a dull moment. A teacher’s day provides for a wide variety of 
interesting activities. There is a fascination about watching the 
pupils under your guidaivce grow' more competent in innumer- 
able ways. Much satisfaction is derived over a period of years 
as former pupils become successful members of their com- 
munities. Because education is a public service, there are 
abundant opportunities for association with numerous .stimu- 
lating people, both inside and outside the profession. Respon- 
sible primarily for the learning of others, teachers are them- 
selves in a unique position to develop intellectually. In 
addition, those who are interested in leadership roles find many 
opportunities for their talents in their own professional organ- 
Lzalions as well as with community groups. Dr. Margaret M. 
Stroll says, “No profession gives so miicli opportunit)' to make 
of oneself a well-rounded, completely integrated personality."® 
Other adcatitagcs. V'hen one considers education as a career, 
there are other advantages meriting attention. Some of these 
are of long standing. Olliers represent new’Iy-acquired gains or 
trends. Here is a short summaiy of the more important ones. 

1. A short work year. In comparison with people in other occupa- 
tions, teachers enjoy a sliort work j-ear. The average teacher in 
the United States works between 170 and ISO days a year. He 
has vacations at Christmastime and in the spring and a long 
vacation of about three months in the summer, llie summers 
may be used for professional study, travel, reJarat/on, college 
teaching, other work experience., or wTiting, 


a Margaret M. Stroll, fftnl Tour Oifn Frontier (Austin, Texas; Tho Delta 
Kappa Gamma Society, 1948), p. 7. 
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2. Flexible awJcfng hours. Teachers are required to work only a 
five-day week and to teadi six hours a day. Though good 
teachers will spend more hours each day and may use their week 
ends for preparation, their schedules provide greater flexibility 
than many occupations in deciding the hours they devote to their 
professional work. 

3. Tenure. Since 1930 there has beoa a definite trend nation^ly 
toward strengthening the security of a teacher in his position. 
Most states require a written contract. In some states the exact 
form is specified. Many states provide protective tenure to 
teachers in all or part of the state, usually after a probationary 
period. Under tenure a teacher may not be dismissed without 
cause. A prescribed procedure must be followed which allows a 
teacher opportunity for self-defense. In still other states teachers 
arc on continuing contracts. This means they may not be re- 
leased for the next school year unless notified before a specified 
date in the spring. 

4. Permanent ditahiliij/ benefits. Teadters are fairly well-protected 
if they become permanently disabled and cannot continue to 
serve as teachers. Almost every state provides that teachers 
permanently disabled before normal retirement ore entitled to 
a disability allowance If the teacher has served continuously for 
a certain length of time, normally ten years. 

5. Sick leave. There Is a trend in the direction of better sick leave 
provisions on a state-wide basis, though this advantage to 
teachers lags behind other benefits. Seventeen stales have passed 
legislation entitling all teachers to a minimum number of days 
with pay /or temporary sickness. Four other states have pro- 
rided discretionary power to local school boards. Even in states 
where no law exists, school boards, particularly in medium- 
sired and larger communities, frequently allow teachers as many 
as ten days each )-ear with pay in case of temporary illness or 
disability. 

6. Hetircment compensation. Every stale Iras some form of teacher 
retirement compensation providing security to teadbers after 
they are he>'ond the age of useful sers-ice. These retirement 
systems are constantly being improved and strengthened.* 


,.*J" *lrt4ilfd lnfonn.t{«» t<« -rejclien in the Public Seboob.' 

BuHrtIn, VoL XXVII. No. 4. Dceem- 
txf. IWO, publishnl by the National Eduntlon AnodaHoa 
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Salaries in Education 

In recent years much has been said about the low pay of 
leacliers. Unquestionably there are many excellent teachers 
who are underpaid; it would be difficult to estimate their wortli. 
Their contributions to individuals under their guidance, and 
indirectly to society, are of inestimable value. It is also true 
that tliere are drudges and drones in the profession for whom 
any remuneration ivould be too much. The same comment 
could be made of other professions. 

In general, teachers are not as well paid as they should be. 
Recently, as the public has become increasingly aware of the 
importance of teachers, there has been a trend in the direction 
of improved salaries. In more enliglUened communities salary 
schedules have been developed that provide teachers witli 
adequate starting salaries and svith annual increases to desir- 
able maximums. In order to understand salaries (hat may be 
available, a prospective teacher should be familiar svith: 

1. Average salaries of teachers tliroughout the nation. 

2. Salary proposals of the National Education Association. 

3. Salary schedules in better paying communities. 

4. Monetary re^^urds to persons in leadership positions. 

Average salaries of teachers. In 1950*51 it was estimated that 

the average salary of classroom teachers in tlie United States 


TABLE I 

Estimated Average Salaries o( Classroom Teachers in Ten Highest Paring 
and Ten Lowest Paying States — 1950-51 


Ten Highest Ten Lowest 




$3,995 

Nebraska 

$2,150 



3,700 

Alabama 

2,125 

Michiffm . 


5,650 

Maine 

2,125 

Maryland . . . 


3,586 

South Dakota . 

2,125 

Arizona 


3325 

Georgia 

2.010 



3,500 

North Dakota 

2.000 

C&iifiecUciit . .. 


5.-m 

JirraUAdt'}' 

j.a25 



3,450 

South Carolina 

1,880 

Massachusetts . 


3,450 

Arkansas 

1,700 

Oregon 


3,348 

Mississippi . . 

1.434 
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was $2,9S0. Tlie average salary of all public school instruc- 
tional staff personnel (teachers, principals, supervisors) ^^■as 
slightly liigher, S3,0S0. Great s-ariation esdsted among the 
states. In se\ en states the average salary of classroom teachers 
was $3,500 or better; in fourteen states the average was below 
$2,400. The average salaries of classroom teachers in tlie ten 
highest and ten lowest states in the Union are shown in Table I.* 
Since the trend is in the direction of better salaries, average 
salaries today probably are higher than in 1950-51. 

Comparison u'tf/i other occupations. In relation to other 
occupations the economic position of teachers has varied con- 
siderably, as the curves in Chart 2 illustrate. In 1939 teachers 
were in an economically favorable position when compared 
with all other occupations. With the impact of the w'ar upon 
industry’ and the influence of labor organization, the situation 
was revenc'd; teacliers' salaries fell substanliaRy below the 
average earnings in oUier occupations. Sinre 1945, with 
teachers* salaries climbing steadily, the trend lias been toward 
reducing tlic gap between teachers' salaries and those in other 
occupations. It is hoped that teachers may once again achieve 
tlicir position of economic advantage. Although salaries for 
teachers are earned during a shorter wort year, the figures are 
comparahlc. Teachers must live the year round. Tlieir sum- 
mers normally should be used for professional growth and 
relaxation rather than additional cmplo)-ment. 

Furchasing potccr. The real test of how well teachers are 
paid is found in purchasing power. In 19:39-}0 the average 
salary of public school instructional staff (teachers, principals, 
and supervisors) was $1,441. In 1930-51 it was $3,080, or more 
Uian double. Rut during tliat period of time the cost of living 
increased substantially. Federal Income taxes, which did not 
apply to public school fearlicrs prior to 1939. further offset part 
of the sabry gain.* Diough the purchasing power of the 


S«xm<Luy Schools for the 
t w llW-iail.r jiumcoswphrf by U* Nitiorul Education Association. 
Rcsrarih Disision. ' 

» N'atxxul Educatuvi Aisccsatioii. Itcwarch Di\-iiion, op. df, p. 6 
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average public scliool instnicti<mal staff member increased 
slightly during that eleven-year period, it is obvious that in 
1951 the a^'crage salary in education still was below what 
should be considered the professional level. 

Salary schedules. An important trend in recent years has 
been the widespread development of salary schedules for 
teachers. In some parts of the United States, chiefly rural areas, 
there still are no teachers’ salary schedules in effect. In these 



areas salaries frequently depend upon tlie supply of teachers 
and the mood of the school board. This is not true of cities. 
In 19S0-S1 ninety-seven per cent of cities over 10,000 popula- 
tion and eighty-four per cent of dties under 10,000 population 
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reported they were operating under salary schedules.® Roughly 
ninety-seven per cent of all city school districts with schedules 
indicated that they were using siagle-salar>' schedules, wliich 
provide equal pay for equal education and experience, regard- 
less of whether the teacher is on the elementar)’ or secondary’ 
level. 

Probably the most important factor in improving teachers’ 
salaries has been the acthit}’ of teacher organizations: tlie Na- 
tion.al Education Association, the American Federation of 
Teachers, and state and local education associations. These 
organizations Irave been influential in obtaining state minimum 
salaries for teachers in many states and in establishing salary 
schedules in most communities of any size. 

N.E.A. solan/ proposals. To provide leadership in improving 
teachers’ salaries, the National Education Association has de- 
signed a basic framework of professional salaries for teachers. 
This minimum professional salarv- schedule is shown in Table II. 
The position on teachers* salaries of the nation’s largest educa- 
tion association is summarized in the article, “Professional 
Salaries for Teacliers." * 

Obviously, the N.EA. basic framework for professional sal- 
aries is intended as a goal toward which tlie profession should 
work. In 1950 no school sj-stem had achieved all of its provi- 
sions. Many school districts had minimum salaries even higher 
than those proposed. A number had ann ual increments of S150 
or more. However, no communit)- had a schedule providing 
all of the maximum .salaries suggested. Verj- few liad a maxi- 
mum as high as S4,S00 for the baccalaureate degree. 

Salaries in a few communities are beginning to approach the 
N.E.A. salary standards. In Table HI are shown provisions in 
Eve salary schedules selected from tlie best in the countiv'. 
These schedules support the belief that better salaries for 
teachers sh ould be possible throughout the nation. 

•“Sihries and salary Schrdulre of Crty-School Einplo%ecs." Satioruil Edu- 
catton Auorurfion Jtesforrh BtdJetin, V<i No. 2. AnriJ. J95I. (Wash- 

melon. DC.: XaljoaJ Editatiem AtvKatkra, J93I). p. TT 

’rulpb McDonald, "Profcssknal Salaries for Teachm’” Journal cf the 
Educolion A-ttociatitm. VoJ. XXXVm, No. 9, December. 1949. PP- 
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tabu: u 

Minimum Profcssionaf 'Salary Schedule * 

Second 

First throufth ISth 

Year* 14thYears Year Years beyond ISih 

Bachelor’s degree $2,400 Annual in- $4,800 Further increa^os for 

errmentsto advanced education 

add $2,400 and proved usefulness 

Master’s degree $2,600 Annual tn- $5,200 Additional annual in- 
crements to crements; further in- 
add S2,R00 creases to $6,000 or 

more 

Year beyond $2,800 Annual in $3,600 Fvinlier annual incre- 
master’s crements to merits Ivwnd those at 

add $2,800 master’s lc» el, top sal- 

aries besond 86.000 

Doctor's degree $3.00<1 Annual in- $6,000 Still further annual tn- 

crements to crements beyond those 

.idd $3,000 at the two sear giad- 

uate level, top saUries 
siibsiantiallv beyond 
S6.000 

• For the teacher having lidl |>rofcMional preparation as required for 
standard ccrtiUcatinn to leach in the particul.tr Sold of instruction in 
wlilcli lie is engaged. 

TABLE in 

Provisions in Fite of Best Teaclicrs’ S.ibry 
Schedules in Unrt«^d States (1950..’)1)'» 

.tfimmnm Anniin/ Muxlmnm 

City and SalanjClastes* Salary /ncrenienfs Salan/ 

Sonia Jifotiica, California 

li.aehelor’s degree (pr equivalent) $2,600 12 at $130 $1,400 

iNfaster’s tfegree (or fvtclielors 

plus 42 units) OdlOO 12 at $150 5,000 

Doctor’s degree 4.200 12 at $1.50 6,000 

* All coinniiinitics listetl fme singtc sal.irv s<4ieditle-t 

p C62. 

Arm-ric.in A'Wialion oi Sdi'nij AcInun.'.tTateirs ami Ow.irrl; Du ui'i'i of 
JVjJjjjn,?! £j/orMl>c>n A«seiJi«fTOii. Jiccitm' Sa'ani^ in 2(KI ‘ir/ioni Sy^frrry m 
CiKrt $0,1)00 III IW.Wd III rRjMi'alwn. iUSOSl. CtiuuiUonal Hesi-artli .Scnitc 
Circular No. J. 1051. And Ttri-hcii Salaries in 10? Schonl Siir/om.t in CifiVi 
fuer 100.000 in ri’pulalton. lOSOSl, CBS Circular No. 2, 1951, ( Uadiinfiton, 
D.C.: N'jtiorLil Ediieatimi .Xssociaticai, 1951.) 
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TABLE in (conf.) 



Minimum 

Annual Maximum 

City and Salary Classes* 

Salon, 

Increments 

Salary 

San Francisco. California 

Bdchclor’s degree (or equivalent) 

$3,000 

14 at $150 






Bachelor’s degree plus 2 jm. .. 

3,600 



Cast Chieaco, Indiana 

Bachelors degree — . . 

$3,100 

9 at SlOO 

6 at $150 


Master’s degree . . . 

3,200 

8 at SlOO 

6 at S150 

3 at $200 

5,300 

Doctor's degree 

Bloompeld, Neu; Jersey 

3.500 

Same as above 

5,600 

3 years 

. $2,400 

14 at $150 

1 at $150 

$4,600 


2,400 

18 at SlOO 

4,800 


2,500 

18 at $150 


Master’s degree plus 1 year 

2.600 

10 at $150 


Mount Vernon, New York 


$2,475 

15 at $175 

$5,100 

5 }ears or equivalent 

. 2,675 

17 at $175 

5,650 

Doctor’s degree 

2,875 

17 at $175 

5,830 


• AH communities listed have liagle-salaiy schedules. 


SaJaries I'ti leadership positions. Educational administrators 
and supervisors usually are paid higher salaries than classroom 
teachers. However, teachers' salaries in some communities are 
liigher than administrative and supervisory salaries in other 
ccmmtmities of the nation and even of the same state. In 
general, salaries of superintendents, principals, and supeiA isors 
are related to teachers’ salaries in their respective school dis- 
tricts. They will vary as much as teachers’ salaries throughout 
the nation. For example, in 1950-51 city superintendents’ sal- 
aries ranged from below $3,400 in three small communities to 
$32,500 in New York City. In the same year a few elementary, 
junior high, and high school principals were paid less than 
$1,900, while 185 clcmentar)’ and junior high principals re- 
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ceived $9,000 or more, and 73 liigh scliool piincipals were paid 
at least $12,000.’" 

Salaries compared. A sensible way to compare salaries is to 
analyze those recei\'ed by typical teacliers, supervisors, and 
administrators. Median salaries in cities of the United States 
during the school year 1950-51 are shown in Table I\^ More 
complete information is a\’ailable in the excellent research 
bulletins of the National Education Association. From this 
table several conclusions may be drasvn about typical salaries 
of educatiO!iaI workers in tlie year studied: 

1. Salaries tended to be higher as communities increased in 
size. (Some may argue tlmt these differences are offset by 
living costs. ) 

TABLE IV 

Median Salaries Add Cit)' School Employees in the 



United States ii 

2.500 5,000 

to to 

a 1950-51 

lOfiOO 

to 

50,000 

100.000 

to 

wer 


5,000 

W.OOO 

30,000 

100.000 

soo.ooo 

500,000 

Classroom Teachers 

$2,831 

$2.9S5 

$3,150 

$5,407 

$3,595 

$4,456 

Supervisors of 
Music* 

3.480 

3.347 

3.744 

4,325 

5.054 

5.667 

Supervisors of P.E.* 

3,850 

3.700 

4.194 

4,759 

5.319 

5.888 

Elementary 

Princip.'ils** 

4,053 

4,147 

4.365 

4,629 

5,001 

6.233 

Junior High School 
Principals** 

3.775 

4,267 

4.652 

5.257 

5,649 

7,115 

High School 
Principals** 

4.283 

4.591 

5,154 

5.967 

6.291 

8.107 

Superintendents of 
Schools 

5,526 

6543 

7.375 

9.177 

11,909 

18.333 


• Includes chrectors and assistant directors. 

• • Supervising principals only. 

2. In cities of the same population supervisors and adminis- 
trators received higher salaries than classroom teachers. 

3. Salaries of administrators increased generally, from lowest 
•O^Salaries and Salary Scfiedotes of Ci^-Scfiool Cmpfoyces." o;» eft. pp 

u “Sabrics and Salary Schedules of Citv-Scbool Employees,” Salional Etlu- 
cation Assodalion Besearcfi Bulfeliit. April, 1949. 
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to highest, according to the following pattern: elementary 
school principal, junior Iiigli school principal, senior high 
school principal, superintendent of schools. 

4. In medium-sized and large communities supervisors and 
elementary principals received comparable salaries. In 
small and very large cities the salaries of supervisors were 
below those of elementary principals. 

5. Classroom teachers in cities over 500,000 received higher 
salaries than supen'isors and elementary principals in cities 
under 30,000. 

Sflfarics of college teachers. Normally college teachers re- 
ceive higher salaries than elementary and secondary teachers. 
However, when the professional preparation and high personal 
qualifications necessary for college teaching are considered, 
they probably are one of the nation’s most poorly paid groups. 
Some of the average teaching salaries for 1949-^ in better 
pa)’ing colleges and universities are showTi in Table V. Typical 
college teaching salaries throughout the United States would 
probably be substantially lower. Salaries of college teachers 
are generally higher in large universities and men's colleges, 
lower in women’s, teachers’, and junior colleges and in denom- 
inational schools. 

It must be remembered that these salaries do not represent 
the top salaries outstanding persons may expect to receive. Nor 
do they include additional earnings tlirough summer school 
and extension leaching, writing, speaking engagements, surveys, 
TABLE V 

Average Salaries of Ckillege Teachers for 1949-50 in 
41 Selected Institutions in United States.*® 

College Rank Average Salary 

Professor $6,899 

Associate Professor 5,189 

Assistant Professor . .. . 4,117 

Instructor . g 287 


c. of Unwerrity Prof«so«, Committee on the Economic 

SU^ of the Profession, Instnjctioaal Salaries in 41 Selected Colleges and 
Umversites for the Academic Year 1949-50.“ (Mimeographed report.) 
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and consultant sen'ices. In our great universities unusually 
gifted professors sometimes are paid salaries ranging from 
$10,000 to $15,000 annually. In some instances talented and 
productive writers in educational fields will earn considerably 
more than $15,000 a year. 

Educatto-vac PiuvPARA'nON OF Teachehs 
In the opinion of most educational leaders the preparation of 
teachers on a national scale is not yet adequate. There is gen- 
eral agreement that a minimum of four years of education 
beyond high school graduation should be a requirement for all 
teachers’ certificates. Many bclier'c that requirements generally 
should exceed the college degree, as they have for regular cer- 
tification in the high schools of Arizona, California, New York, 
and Oregon. The slate of Washington has led the vanguard in 
requiring five years of college for regular certification in both 
elcmentar>' and secondary fields. Some expect that eventually 
education will compare favorably in its requirements and 
ser^’lces Nvith the medical and legal professions. 

This expectation may be characterized by the doubtful as 
“wishful thinking." A study of trends, however, definitely 
supports those who believe tlrat the minimum requirements 
for educational preparation will be increased. Prior to 1907 
no state in the union demanded even high school graduation as 
a prerequisite for any teaching certificate. In that year Indiana 
established this requirement and was followed by Utah In 
I9U.» 

Times have changed. In 1950 every state except Nebrasla 
and South Dakota required some post-lugh school preparation 
for elementary certification; 19 stales insisted upon two or three 
years and 17 states upon four years of college. At the same 
time all but six states required at least four years of college 
to qualify for a high school leaching certificate.’* 

Partly because of these increased certification requirements, 
«\Ymard S. Elsbree, 0|>. rtU p. 350. 

>* T. M, SOnnett. Harold J. Bow«n. and E. R. Robert, "Interstate Beriprocity 
In Teaclier Education-Cerlification,’* The Journal of TeacJief Education, Vol. 1. 
No. 1. March, 1950, p. 65. 
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aiad partly because of the tendency for larger numbers of 
people to graduate from college, there has been a remarkable 
growth in the educational preparation levels of teachers. In 
1947-48 the tj'pical teacher in our nab'on was a college graduate. 
As estimated in Table VI, 44.3 per cent held bachelors de- 


grees and 15.1 percent masters degrees 

or higher. 


TABLE VI 



College Preparation ol Teachers i 

n 19 17-48 » 


College Preppratlon 

Number 

Per Cent 


28,178 

3.2 



9.5 

Two years, but less than 4 years 

Bachelor’s Degree 

250,068 

27.9 

896,513 


Masters or higher Degree 

135,396 

15.1 


895,490 

100.0 


Future preparation standards. During the years ahead it is 
anticipated that growth in the preparation levels of teachers 
wdl continue. It seems realistic to assume that: 

1. A college degree will be required of all newly-certificated 
teachers in most states. 

2. College work beyond the badhelor’s degree will be required 
for all certification in many states. 

3. There will be a decreasing distinction on the undergraduate 
level between the preparation of elementary and secondary 
teadiers. 

4. Teacher preparation will represent a desirable balance be- 
tween general and professional education. 

Furthermore, it is reasonable to believe that educational 
leaders and the American public will insist increasingly that 
only well-educated, emotionally balanced, competent persons 
shall be entrusted with the important task of teaching our 
nation’s youth. 

Professional Status of Education 
In the United States census reports, teaching is classed as a 
profession. \Vhat distinguishes a profession from other voca- 
ls “Teachers in the Public Sd»ods," op. dt, p, 132. 



CAREER ADVANTAGES AND DISADVANTAGES 59 

tions? The following are some of tlie major characteristics of 
a profession: 

1. A well-organized body of sdentific information and tech- 
niques that enables members to make a distinctive con- 
tribution to society. 

2. High standards of preparation, admission, and in-service 
growth. 

5. A strong service motive. 

4. Pay and other benefits that enable members to enjoy a 
professional standard of living. 

5. A strong professional organization, with a code of ethics 
governing its members. 

6. Pride of membership in the professional group. 

Since Uie turn of the century, education has become increas- 
ingly professional In some parts of tire country it has reached 
full professional status; in other areas it still is eo route, par- 
ticularly with respect to pay and preparation standards. By 
joining and participating in professional organizations, teaclrers 
can help hasten the day of arrival. 

One evidence of the growtli of education as a profession is 
the great increase in strength of the National Education Asso- 
ciation, From 8,460 members in 1917, it expanded to an organ- 
ization of 500,000 members in 1950. Witli its many separate 
departments, committees, and commissions, it is one of the 
most powerful and influential groups in our country today. A 
prospective teacher should become acquainted with the pur- 
poses and scope of the National Education Association by con- 
sulting the most recent N.EA. Handbook. In this handbook 
will be found the N.E.A. code of ethics governing its members. 

Pbofessiomal Growth 

Competent teachers are cognizant of limitations ev'cn after 
long years of service. This is lo^cal. for the field of education is 
broad, dynamic, and ever dianging in response to changing 
circumstances. Determining one's needs and doing something 
positive about them is the process of professional growth. 
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For tlie young teacher, here arc several general questions to 
serve as a guide in analyzing professional development: 

1. Am I growing in the capacity to understand my students 
better — their needs, interests, and abilities? 

2. Am I becoming more skillful in meeting these needs by 
using appropriate methods and materials? 

3. Do I utilize new ideas to vitalize my teaching? 

4. Am I cooperating with others to develop an excellent educa- 
tional program for my school and community? 

5. Are my relationships improving with students, parents, 
other teachers, administrators, and stipervisors? 

6. Am 1 helping to advance the standards of teaching as a 
profession? 

For a longer, more detailed list of questions relating to pro- 
fessional growth, one should consult self-evalnation lists such 
as the one by an Indiana teacher. Dale Morehead, "A Checklist 
of Professional Qualities." 

Professional growtli should be a continuous, never-ending 
process. For the individual, its chief goal is to become a more 
effective teacher, administrator, or supervisor. Tlie ways in 
which one grows professionally are numerous. The pattern will 
not be identical for any hvo indniduals. A person’s pattern 
should be determined by lUs own needs and the situation in 
which he is working. 

Trofessional growth activities. Activities through which one 
grows professionally are included in the following list: ” 

1. Workshops; (a) pre-schooJ, (b) post-school, (c) continu- 
ing, and (d) other 

2. Extension and correspondence courses 

3. Summer school alSmdance 

4. Committees to study specific problems 

5. Professional reading or study 

i« The TeedUng FrofeiHon Grotes tn Senice, OfEcial Group Beports of the 
^cw Ham^hire Conference. Natjonal Commission on Teacher EducaHon and 
^ofes.onal Standards (WasWngton, D.C: National Education Associaboo. 
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6. Observation of successful tcaclicrs, school systems, and 
colleges 

7. Professional meetings: (a) local groups and (b) national, 
state, and district 

8 . Travel 

9. Participation in programs of professional groups: (a) as a 
leader and ( b ) on programs or committees 

10. Leaves of absence: (a) sabbatical and (b) oilier 

13. Demonstration teaching 

12. Forums providing opportunity for participation in discus- 
sions 

13. Conferences providing opportunity for individual or group 
discussions 

14. Independent research 

15. Participation in community activities 

16. Pursuance of bobbies related to instruction 

PEnS0NAI,-S0ClAl, Dr\’ELOP.MENT 

Closely related to professional groivlb is the personal and 
social development of teachers. As indicated earlier, teacliing 
is bard work. \Mien done well, It is time-consuming. One 
easily could spend all bis waking hours on professional respon- 
sibilitie.s. No one interested in the welfare of cbilclren would 
recommend such a program. Though a teacher should take his 
responsibilities seriously, he should avoid becoming a grind or 
a drudge. 

As one begins his career, he may want to copy this anony- 
mous poem and place it where it will be seen often: 

A TIMELY WAUNTNG 
Tf your nose Is close to llie grindstone rough, 

And yo»J hold it tiovvn tiK-re long enough, 

In time )-oij7I say there’s no such thing 
As brooks that h.ibbleand bints tluit sing. 

These three will all your world compose: 

Just You. the Stone, and your jxx)r old Nose, 

To he cffeclhc, teachers should slay fit —physically, men- 
tally, spiritually. Cap.nble teachers arc more competent when 
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they take care of their personal and social needs. Young 
teachers will be better teachers if they can achieve the fol- 
lowing objectives: 

1. Distribute “time and efforts wisely among professional 
activities, personal pleasures, reOections, meditation, re- 
laxation, and rest.” 

2. Keep abreast of the times. 

3. Participate in at least one community activity. 

4. Cultivate some friendships outside Ae teaching profession. 

5. Take advantage of the cultural opportunities in the com- 
munity, 

6. Develop recreational interests, including at least one out- 
door activity, such as golf, fishing, gardening, or hiking. 

7. Use money ^visely, 

8. Keep from being overburdened witli financial and other 
worries. 

9. Stay physically fit; have a physical check-up once a year. 

10. Maintain a pleasing personal appearance, voice, and 
manners. 

11. Develop your potentialities fully. 

12. Try to see yourselves as other see you. 

Study and Discussion 

1. Write a statement outlining your reasons for considering educa- 
tion as a career. 

2. Analyze the laws and practices regarding teacher tenure in 
your state. ^Vhat are the advantages and disadvantages of 
teacher tenure? 

3. Study the level of teachers’ salaries in your state. What are 
typical starting salaries, annual increments, and marimums? 
How do they compare with those offered in other states of the 
nation? 

• 4. Gather information on the salaries of different kinds of school 
administrators and supervisors in your locality or in your state. 
\Vhat are the opportunities financially in leadership positions? 

5. Describe the ^ucational preparation required for teachers, 
administrators, and supervisors in your state. 

Fp. 128-131. 
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6. Discuss the status of education as a profession w'tli experienced 
adults of your acquaitancc. Has teaching reached the profes- 
sional level in your slate? ^Vl^at are the prospects for the 
future? 

7. Study the program of the chief profes'sional organization for 
teachers in your state. How active is this organization? How 
effective? Enumerate some of its major accomplishments. 

8. Discuss with a local teacher or administrator (he sixteen pro- 
fessional growth activities outlined in this chapter. What 
opportunities for professional growth are provided in your 
local school system? 
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The Developmental Tasks o£ Adolescence 


Paul E. Eiseter 


Educational psychologists'generally agree that an understand* 
Ing oi the motives, values, altitudes, and goals of students is 
essential if the teacher is to guide successfully their learning 
activities. Changing conceptions about the purposes of the 
secondary school over the past 50 years have included an in* 
creased emphasis on the teachers need for knowledge and 
understanding about the processes of human development. It 
is a basic assumption of this chapter that this trend is sound 
and that teachers will be successful in their endeavors to the 
degree that they achieve insight into the behavior of their 
students. ^ 

The Concept of ■^jfsa)EVELOPiiENT Task 
It is not our purpose to insist that the reader can understand 
human behavior only by adopting the point of view here eX* 
pressed. It is suggested, however, that the behavior of students 
cannot be comprehended by teachers vvithout a systematic 
conceptual framewxjrk of theory. Without a systematic view- 
I)oint, observed behavior will seem inconsistent, contradictory, 
fragmenlar}', opportunistic, and often inexplicable. A frame- 
work, in varj’ing degrees conscious to the observer, provides a 
44 
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more orderly, meaningful context within which observations 
can be related and behavior understood, predicted, or con- 
trolled. A viewpoint that is becoming widely accepted as a 
way of understanding the behavior of the adolescent has as its 
core the concept of the develt^mental task. Jt has been defined 
by Havighurst in the following manner: 

“A developmental task is a task which arises at or about the 
same period in the life of the individual, successful achievement of 
which leads to his happiness and to success with later tasks, while 
failure leads to unhappiness in the individual, disapproval by the 
society, and difficulty with later tasks.” ' 

This definition suggests that there are common learnings 
which must be mastered by every adolescent in our societj* if 
individual happiness and social adaptabilit>’ are to result. This 
notion can be applied to any stage of human development from 
infancy to senescence: that is, there are skills, attitudes, appre- 
ciations, and values wliicb must be learned at a particular age 
level if the individual is to function effectively at that stage 
and move progressively toward maturity. 

Tlie idea of a dei-elopmental task may become clearer by 
considering what the organism must leam during infancy and 
early clifldhood. Everj-one is familiar with the necessity for 
learning how to walk, to talk, to manage the processes involved 
in eliminating body wastes, to behave with aw’areness of se.t 
differences, and to get along with parents and siblings. All 
these required learnings are developmental tasks for infancy 
and early childhood. Students of human development have 
been able to identify si'guificant tasks for practically every major 
phase of the life cycle. 

The discussion in tliis chapter is devoted to those common 
learnings that are cultural imperatives for tlie adolescents in 
our society. These developmental tasks are generalizations 
growing out of the scientific study of human development 
under a svide variety of circumstances taking into account such 
factors as sex, age, and socio-economic level. 

I Robert J. Havighurst, Det,elirpmenldl Taska and Education {Chicago: Uni- 
versify of Chicago IVess, 19-15), p. fi. 
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Sources of niE Dcxtlopmental Task 
There are at least three main sources of (le\'clopmenlal Lisks. 
The first of these rises from within the individual himsoU, and 
involves adjustments typically identified as factors of physica 
maturation. Tliis type of adjustment may best be illuslrated 
by the task of learning how to w-alk-a task that is primarily 
a function of physical maturation. A second source of dcs elop- 
mental tasks is the culture in which the individual lives. The 
pressures of society demand certain competencies that must be 
achieved by the individuals in that society. For example, the 
necessity for developing capacities of good citizenship arises 
primarily as a cultural demand. Most dcs'clopmcnlal tasks are, 
however, products of tlie interaction of the organism and the 
culture. For example, although learning how to read migid 
seem to be clearly a cultural demand, it is also dependent on 
maturation factors. The third sources of developmental tasks 
is an outgrowth of the interactional processes between the 
organism and the enWronmenl. \Vc might describe this source 
os the ego, personality, or self. Tlie self becomes a motivational 
factor in Its own right and poses for the individual certain 
learning tasks which must be mastered. The indisiduaVs sys- 
tem of personal values and goals is an illustration of this third 
source of developmental tasks. 

Nine developmental tasks have been identified and discussed 
by Havighurst;* 

1. Accepting one’s physique and accepting a masculine or fem- 
inine role. 

2. Developing new relations with age males of both sexes. 

3. Acquiring emotional independence of parents and other adults. 

4. Achieving assurance of economic independence. 

5. Selecting and preparing for an occupation. 

6. Developing intellectual skills and concepts necessary for civic 
competence. 

7. Desiring and achieving socially responsible behavior. 

8. Preparing for marriage and family life. 

9. Building conscious values in hamony with an adequate scien- 
tific world picture. 

Nothing sacred is claimed for this classification. One investi- 
gator might classify them into six categories, another into 
- /bi<i , pp. 30-63. 
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twelv'e. The only contention liere made is that the behavior of 
adolescents will become more understandable if this general 
framework is kept in mind. Tlie follo^ving six developmental 
tasks wll be discussed in this chapter. 

1. Accepting one’s physique and becoming a man or woman. 

2. Developing new relationships ivith age mates of both sexes. 

3. Gaining emotional independence of parents and other 
adults. 

4. Achieving assurance of economic independence: selecting 
and preparing for an occupation. 

5. Developing civic competence and a sense of social respon- 
sibility. 

6. Developing conscious values to live b>’. 

In considering the developmental tasks, two points should 
constantly be kept in mind. First, all of tliesc tasks arc inter- 
related. Adolescents may be attempting to achieve several at 
the same time. For example, except for purposes of discussion, 
one canrjot separate the bodily changes that are contimlously 
taking place from the cltorts of adolescents to achie\’e new 
relationships with one anotlier, nor can there be a dichotomy 
between the necessity for developing conscious moral values 
to live by and the processes whereby adolescents choose a par- 
ticular way of making a living. Secondly, these tasks are con- 
sidered as group characteristics. The knowledge that all adol- 
escents must come to terms vrith their developing bodily 
changes does not give us insight into how a particular adoles- 
cent boy or girl aciiieves (his (ask. The particular problems 
associated with helping individuals achieve their tasks will be 
discussed in a later section. 

As the reader thinks about the various tasks under discussion 
he is urged to ask himself the follo^\^ng questions: 

1. How does the behavior of the adolescent reflect efforts on 
his part to achieve these tasks? 

2. SVhat are some of the consequences when these (asks are 
not adequately realized at die appropriate stage of devel- 
opment? 

3. How do tliese tasks differ in the upper, middle, and lower 
socinl classes in our society? 
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AccrmNG Ones Physique 

It is a matter of common obscn’alion that significant physical 
changes occur in the body during the second decade of life. 
We are aware that bodily cliaiiges occur continuously fiom 
conception through senescence. Ilowcscr, a greater accelera- 
tion in bodily changes lakes place during adolescence th.in at 
any other time of life except during the eighteen months fol- 
lowing conception. 

Bodily changes’ in themselves do not necessitate dilficult 
problems of adaptation, ftobicms of adjustment requiring our 
attention seem to occur primarily under tlirce coiulilionsr first, 
when tlie changes arc abrupt or sudden and, through lack of 
knowledge and insight, the person cannot understand tiicni; 
second, when the changes arc in conflict witlj the individual’s 
concept of himself, that is, how he views himself; tliird, when 
the attitudes of otlier people reflect lack of tindcrstanding and 
acceptance of the changes. Since iwople arc continually judg- 
ing, cTOluating, comparing, and moralizing about adolescent 
behavior, problems for many adolescents are inevitable. This 
would suggest that if the attitudes of older people were more 
realistic and understanding, adolescents would encounlcT few cr 
adjustment problems. However, adults being wliat they are 
at the present time, adolescents will have problems for some 
time to come. What the schools might do to reduce this source 
of tension for tlie adolescent will be discussed in a later section. 

Studies of adolescents indicate tl»al boys frequently become 
concerned about sex organ changes (including nocturnal emis- 
sions and incrc-a-ed size of sex organs), height, fatness, unusual 
facial features, and acnc. Girls typically become concerned 
about menstruation and other changes associated s\‘ith puberty, 
tallness or fatness, and irregularity of facLil features. 

C/ifliige? associated tvilh puberty. Changes associated with 
sexual maturation have been discussed in considerable detail 
by Greulich.® These include accelerated growth of the sex 
n«ginf.,'\r{j^HrjTjifl.'t'ifihratt‘ni‘bft!~pilDac region, anh beepcriing 
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of tlie voice. Because of attitudes in our culhire it is very 
difficult for adolescents to escape anxieties associated with these 
sexual changes. This is particularly true of the American 
middle-class culture whidi places ratlier severe limitations on 
discussion of sex problems. For example, Kinsey reports that 
problems associated with masturbation are most severe among 
adolescents xvho grow up in middle-class society.* Until more 
intelligent sexual education, based upon sound scientific knowl- 
edge, becomes a part of every adolescent’s rightful heritage, 
there unll be many problems in this area. Modem psychiatry, 
particularly, suggests that many adult maladjustments are 
traceable to the maladaptations in this particular period of life. 

Other bodily changea. Otl>cr readily apparent body changes 
during the adolescent period include accelerated increases in 
height and weight, and changes in body proportion, cspeciaUy 
those related to the head, face, trunk, legs, and arms. Signifi- 
cant changes also occur in the skeletal system, that is, in the 
size and structure of bones. Motor capacities undergo modi- 
fication and there arc changes In tlie skin and hair. 

In all of these changes the factor of individual differences 
must be kept in mind. E^ch person has his own pattern of 
changes, and harm can be done by imjiistified comparisons of 
one person with another. For example, most lieight and weight 
clmrts are based upon tire cuerage rate of maturing, yot the 
growth rates of many individuals differ in x'elocity. Increases 
in weight are attributable primarily to muscle and bone devel- 
opment. By maturit)’ the muscles may constitute about sixtj' 
per cent of body weight in contrast to thirt}’ per cent during 
diUdhood. Thus, a gis’en individual may be gaining weight 
even though his outer appearance suggests tljat he is getting 
tliinner. The prospective teadier may obtain detailed informa- 
tion about the extent and intensity of tliese x’arious clianges 
from textbooks on adolescent growth and development.® 

Many of tliese changes create tensions in adolescents that 

* A. C. Kiiuicy, \V. B. Pomeroy. aiuJ C E. Martin. SctooJ Behavior fn the 
Human hlale (Phiiadelpliia: W. B. Saunders Co, 1W8). 

®E. B. Ilurlock, Adolescent Dev^opment (Ne\v York: McGraw-HiU Boi* 
Company, Inc., 1949). 
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are not readily open to observation. Some of these can be dis- 
covered only through discussions. Otiiers are rather apparent 
in overt behaviour. It is an accepted generalization from psy- 
chology that developmental powers are associated with a 
tendency to use them in life situations. Fully developed 
powers, involving either sejtual maturity area or increased 
bodily strength, are likely to be accompanied by tendencies 
toward use. Although the increased physical power of youth 
may be tried out in athletic contests, the increased sexual power 
is not so readily open to exploration and discovery. For this 
reason problems associated with sexual maturation are likely 
to be among the most crucial for adolescents in our culture. As 
noted before, this is particularly true of youth in middle-class 
culture. How some of these changes prompt new exploratory 
behawor on the part of adolescents in boy-girl relationships xvill 
be discussed in the next section. 

Developing NE^v Relationships With Age Mates 
OF Both Sexes 

Until tlie age of sexual maturity, with its attendant increase 
in the awareness of sex impubes, boys tend to associate pri- 
marily wth boys, and girls %vilh girb. Changes during puberty, 
however, require serious new adjustments for which the adol- 
escent has no previous pattern of behavior. We are all familiar 
with the awkward, fumbling behavior in the presence of the 
opposite sex which is characteristic at this age. This demand is 
so great that adolescents will work at it, in school or out, with 
or without the help and guidance of parents and teachers. The 
achievement of this task w’as probably more difficult in an 
earlier time when young people were segregated by sex in most 
of their educational activities. The fact that we have overcome 
these difficulties of segregation does not mean that all prob- 
lems are solved. Bringing young people together makes adjust- 
ment learnings possible but does not guarantee lliem. In 
considerable measure the patterns for future heterosexual 
adjustment and happily married living are being formed at thb 
pericxl of life. 
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Relationships with the opposite sex constitute no great prob- 
lem in lower-class cultures. Evidence suggests that sexual 
experience is commonly associated xvith efforts at developing 
new social relationships, lloxvever, In middle-class culture an 
extensive variety of new social patterns must be learned. 
Problems of courtship and dating l)ecome very complex and 
many kinds of skills must be learned. Tim basis for a successful 
marriage is more likely to be made during this period of adol- 
escence than at any other time. One obvious manifestation of 
the increased sensitivity of girls is the great amount of time 
they spend improving their physical appearance by using 
cosmetics and wearing clothes that will fit tlieir personality 
and be accepted by “the gang.” Boys begin to take more 
interest in good grooming. They become concerned about their 
manners and about learning appropriate and socially accepted 
ways of approaching the opposite sex. Every experienced 
teacher has seen a svidc variety of activities that can be under- 
stood only in terms of their significance in Imiping young 
people learn how to become adapted to one another. Undoubt- 
edly previous experience in the home willi members of the 
opposite sex, p.irent$ or siblings, determines to a considerable 
extent whether these new demands can be learned in stride or 
whether they will be accompanied by a great deal of anxiety 
and tension. 

In the present period of rapid social change, since the defini- 
tions of the roles of men and xvomen are not clear-cut, the task 
of adolescence in learning how to assume a masculine or fem- 
inine role has become ^■cry difficult. Boys are expected to 
become manly, self-assertive, and self-directive in ways that 
are new to them. They are expected to relinquish patterns of 
submissiveness and docility which are so highly prized during 
childhood. For some hoys tliis poses a tremendous problem; 
others take it in stride. At one time girls were able to make 
this transition more easily since the adult feminine role was 
also considered a submissive and docile one. However, in 
recent years there has been a change in this pattern. Many 
girls now face a conflict In that they are expected to assume a 
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dual role in our modem society, tliey must not only prepare 
themselves for marriage and moUicrliood. but also for a career. 

The ambiguities of the masculine and feminine role in con* 
temporary' society cannot be resolved by parents and Icacbcrs. 
However, they do have an opportunity to help young people 
understand the condicl and to maVc adequate compromises. 

Probably at no other lime in their lives are people as con- 
servative and conforming as during the period of adolescence. 
Although a developing individuality can l)c seen in young 
people, it operates within very narrow boundaries. Adolescents 
arc much more influenced by the demands of their own peer 
culture tlian by the demands of any other group, including 
adult society. Young people have a compulsion to he like one 
anotlier, especially within the smaller sub-groups to which they 
belong. Teachers particularly are aware of the unwTitten code 
that governs the behavior of young people in school situations. 
One should not, however, consider these attitudes jeprehen- 
sible. They are developmentally desirable, for witbin the 
framew’ork of their peer culture young people are learning 
valuable lessons of social interaction that are important for 
their development into socially sensitive and responsible young 
people. 

Young people will band together in opposition to adults if 
they feel that their particular world is being threatened. Adults 
who interpret this opposition as a threat to their authority will 
not be helpful to young people in their efforts to achieve these 
common learnings. One outstanding characteristic of the inter- 
personal relationships of young people at this age might be 
called impulsivity or fickleness. hto(^ swings are likely to be 
extreme. The boy who is ready to die for a friend today i? 
prepared to fight him tomorrow. Loyalties are expressed ram- 
bunctiously. Masculinity may be asserted through telling dirty 
jokes, shoving other people around, or bragging about trivial 
achievements. It takes time to learn the balance between re- 
lease and control of impulses whidi is diaracteristic of a mature 
person. One of the danger points in our own culture is tlie 
tendency to suppress these manifestations of behavior which 
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can best be understood through expression. When feelings are 
strong, mistakes are likely to be made. It is important to realize 
that these mistakes have to be made if proper learnings are to 
take place. ^Vhat is required of adults is not punishment, but 
understanding. Many books have been based upon scientific 
investigation of the diaracteristic ways in wln'cli young people 
attempt to achieve this new demand for developing skills in 
interpersonal relationships. 


Gaining Emotional Independence of Pabents 
AND Other Adults 

The purpose of this task is to acliieve emotional independence 
wthin a framework of continued affection and mutual respect. 
At birth the individual is almost completely dependent upon 
adults for the satisfaction of all of his needs. Growing up 
becomes a process of gradual emancipation from a condition 
of complete dependency into one where the individual with his 
own resources is capable of meeting most of his psychological 
and physical needs. Independence is an achievement. That 
this task is one of the most inadequately learned in our culture 
is suggested by Harry A. Overstreet.* Psychiatrists suggest that 
difficulties in this area are among the most common sources 
of adult maladjustment. Strecker attributes much of the emo- 
tional immaturity of soldiers during World War II to the fact 
that they did not leam this developmental task adequately.^ 

The emotional climate of the home in which the adolescent 
is groNving up has much to do with the readiness with which he 
can achieve this task. In homes where parents are dominating 
and over-protectwe, little opportunity is provided for the grow- 
ing child to leam independent behavior. Then during adoles- 
cence tlie boy or girl is thrust abrupt into a world that demands 
considerable initiative and self-direction for successful develop- 
ment. In homes that might be described as democratio and 
permissive, the achievement of independent “self-hood” has 


« H. A. Overstreet. The Mature Mtnd (New York: W. \V. Norton, 1949}. 
^ E. A. Strecker, Their Molheri’ Son* (Philadelphia: LIppincott, 1948). 
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been a continuous process since birth. Whether this task be- 
comes a problem or not is strtmgly conditioned by previous 
experience. 

The achievement of emotional independence under tlie best 
conditions, however, is not an easy task, nor always seemingly 
a desired one. One observes much ambivalence, that is, waver- 
ing between wanting to be independent and wanting to be de- 
pendent on others. Tlie adolescent may find that his first 
awkward steps toward independence lead him into difficulty 
and his reaction may be to withdraw to the protecting wings of 
his parents. However, this difficult task must be achieved if 
mature adulthood is to be realized. 

Tliis cutting of apron strings is evident in much of tlie adol- 
escent’s beha^do^. A rebellious and sometimes militant attitude 
toward teachers and other adults reflects the conflict which is 
going on as adolescents seek to find a balance between their 
independent and dependent needs. In many ways teachers 
become parent substitutes. The struggle of the adolescent be- 
comes a part of the teacher-pupil relationship. Teachers have 
many opportunities to help young people understand this 
struggle and to resolve it. Adolescents are likely to become 
quite belligerent toward their parents, getting into numerous 
conflicts about seemingly trivial issues. This need to assert the 
developing self is an imperative one for adolescents in our 
culture. Some of the common conflicts between adolescent 
boys and tlieir mothers, for example, are about use of the 
family car, eating habits, school marks, spending money, table 
manners, and personal habits. 

Girls frequently get into difficulty about automobile riding 
with boys at night, unacceptable school marks, eating habits, 
care of smaller siblings, and use of spending money.® Conflicts 
between adolescents and their parents are more common in the 
middle class than in the upper or lower class because middle- 
class parents with their mobility consciousness are very much 
concerned about controlling the behavior of their children. 

•Paul H. Lanclu, Ailoksecnce end Voulh (New York: McCraw-Hill Book 
Company. Inc., 1943), p. 236. 
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For example, attitudes of middle-class people toward educa- 
tion as the ladder for social mobility prompt tliem to push tlieir 
children toward as high an educational achievement as possible. 
This not only leads to conflict over school achievement but also 
imposes a delay in the aclilevement of other tasks such as the 
establishment of a family of their own. 

Since most of the occupations available to lower-class chil- 
dren require very little in tlie way of educational preparation, 
they achieve a basis of livelihood much earlier. Furthermore, 
many parents in the lower class are not particiJarly interested 
in what their children do or Iwcome. Hence there is much less 
social control and contimioiis supen'ision of their activities. 
Each generation tends to go its owm way. The economic factor 
in the upper class usually is not signiflcant enough to cause 
parents to sacrifice for their children; thus their youth are more 
free to be on their own at an earlier lime. 

The importance of parental attitudes and tlie/r influence 
upon the readiness svith which adolescents ncliicve this devel- 
opmental task cannot l>e over-emphasized. Parents who are 
themselves emotionally immature cannot create the kind of 
environment which is good psydiological growmg space for 
the emotional development of their children, Tliis leads to the 
kind of circular delinquency about which Overstreet speaks.^ 
This does not mean that some adolescents do not transcend tlie 
handicaps of their home environment. It does .suggest, however, 
the extreme unlikelihood that this mil happen in most in- 
stances. This fact throws upon the schools a major responsi- 
bility for helping tliose young people who are handicapped by 
an inadequate home environment. Teachers may find them- 
selves tlie objects of intense emotional identifleation by some 
students. If tliey can understand what is happening and help 
young people acquire an insight into the processes, they will be 
able to contribute very valuable learnings to those young 
people. Teachers who are indifferent to or consciously avoid 
this challenge neglect one of their most challenging educational 
opportunities. 

® II. A. Overstreet, The Mature MlnJ (New YorV: \V \V Norton, 19-19). 
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AauEviNc AssiniANCE of Economic Indevf-ndence: 

Seiectinc anu Pretarinc fob an Occupatton 
Tlie achievement of economic Independence in oiir society 
has for a long time been Imperative for men. It is becoming 
increasingly important for women. It requires no Marxian 
interpretation to recognize that tl>c way a man makes a living 
contributes significantly to his total adult adjustment. It is 
probably tlic point around whitli many of his other values arc 
oriented. The prestige and ranking of Iris occupation determine 
much of his social activity. The ability to stand on one’s own 
feet economically is an important part of society's definition of 
a mao. The feeling that one is contributing to the economic 
welfare of society contributes to a sense of personal significance. 
It is verj’ important for ever)' boy in our culture to find Iris 
place in the world of work. 

Not so long ago choice of an octnipalion created no real 
problem for young people. In a self-contained family, ftriurc 
occupations for young people were pretty well determined by 
the family pattern. Increased industrialization, with its division 
of labor and specialization of function, has made the self- 
contained family outmoded. Tire economic contributions of 
men in our society arc found chiefly in the processes of mass 
production inclustrv', professional sers'iceS, and governmental 
occupations. M^omen ^-pically have a more limited range of 
choices. It is estimated that up to sixt)’ per cent of the jobs in 
American industry no longer require much prcs'ious prepara- 
tion. Frequently it is not a question of doing what one wants, 
but of discovering a function in the economic world which one 
can fill and then learning to like it. This is particularly true ui 
die lower classes. Most of tlie work performed by people in the 
lower classes is of the unskilled s'ariety. People of the middle 
classes use various kinds of education and training to achieve 
upward mobility. Most of the discussion that follows alwut the 
selection of and preparation for an occupation is particularly 
applicable to middle-class vxiuth. 

The process w hereby an individual makes a vocational choice 
involves at least three steps. The first step is for the individual 
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to leam about himself. A person needs to know about his com- 
petences, aptitudes, interests, and intelligence. He must know 
as much about himself as possible. The second step is to know 
about the world of svork — the characteristics of various |obs 
and the opportunities that are available in the immediate and 
long-range future. Finally, the individual must select from the 
wade range of jobs a few that offer him some opportunity. Then 
he must do what is necessary to prepare himself for one of tliese 
families of occupations. 

The foregoing should not suggest that this is an easy process. 
Because of the characteristics of the American middle class, a 
realistic understanding of one’s self and selection of the proper 
vocation are sometimes very difficult. Frequently, parental 
pressures stand in the way. Because of some personal frustra- 
tion, parents sometimes project their own unfulfilled ambitions 
onto their children and attempt to force them into occupations 
for which they have neither interest nor ability. There are also 
culhiral obstacles such as the prestige values attached to cer- 
tain occupations. For example, studies show that many high 
school youngsters aspire to professional and white-collar jobs, 
although, in general, these aspirations are unrealistic either in 
terms of their capacities to achieve them or in terms of the 
opportunities available in our society. 

Much of the exploratory learning of young people in rela- 
tion to future occupations has to be vicarious. At the present 
time, although the situation is improving, there are available 
for young people far too few opportunities to experience dif- 
ferent types of work. This fact probably accounts for much 
vocational maladjustment. Failure to acliieve this particular 
developmental task is fraught with many unfortunate circum- 
stances. A man who is unhappy in his vocation is likely to be 
unhappy in other areas of his life. The number of adults in our 
society who seek help from various questionable agencies em- 
pliasizes the great need for more authoritative vocational guid- 
ance during adolescence.” One of the serious curricular Jimita- 

Lee Steiner, W>iere Do People Take Their Troubles? (Bcston: KcMigiiton 
XlilBin Company, 19^). 
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tions of our school system is that too few opportunities are 
provided for use of the hands in various craft and shop activ- 
ities. 

Even if the individual has a realistic understanding of him- 
self and a comprehensive knowletlgc of the world of work, and 
brings these into intelligible relationship, he still faces one im- 
portant fact which is a source of anxiety among present-day 
youth. Will there be an opportunity to utilize his trained 
powers? Tlie control of mass production processes by a few 
people means that the chances are overwhelming that he uill 
work for someone else. Tlie days of the entrepreneur in a pure 
sense arc long since gone. Youth arc dependent on other people 
for economic opportunities; they do not in any significant sense 
make them for tlremselves. 

Dcvelopinc Civic Compctcnce and a Sense or 
Social Restonseilty 

Society has given the school the primary responsibility for 
helping young people grow into effective democratic citizen- 
ship. Effective citizenship in today's complex society requires 
a considerable degree of skill in the arts of commimication, and 
competence in solving social and personal problems. Carrying 
one’s share of the load and helping olliers in need are important 
aspects of our democratic idealism, and our institutions seek 
to make many young people anxious lest they fail to carry out 
these obligations. Members of the lower classes typically do 
not participate in civic activities. There is little developed 
sense of social obligaton to other people. If people vote at all, 
they vote in terms of some personal interest. The middle and 
upper classes generally develop in their young people a sense 
of obligation in political and social affairs. 

As with other developmental tasks, this one can be learned 
only if opportunity for learning it is provided. It is generally 
agreed that the school is the soc^l institution that has the best 
opportunity to instill in young people the attitudes and values 
, wliich will prompt them to perform the tasks of a democratic 
society. That present accomplishments leave much to be de- 
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sired can hardly be questioned. Hosvever, schools are worJdng 
to find more effective means fw developing these attitudes and 
values in our young people. 

Tlirough school activity programs young people are provided 
freedom to operate programs in their own way and to assume 
responsibility for their use of that freedom. Student govern- 
ment activity can provide effective learning situations, par- 
ticularly when tlie adults insist not only tliat the decisions 
adolescents make involve real issues but also that the conse- 
quences of decisions are borne by those who make them. (See 
Chapter 11. ) 

The consequences of failure to achieve this important task 
arejeadily apparent to every thinking person. The society that 
places too high a premium on personal aggrandizement at Uie 
expense of social obligation nms a grave risk. Some critics of 
the present social scene attribute many of our difficulties to the 
fact that we have over-emphasized individualism at the expense 
of helping young people sense the needs of their fellow men. 

Developing CoNsaous Values to Live Bv 

Tliis task implies the fact tliat an individual cannot live ef- 
fectively without some guiding values. He must have a sense of 
direction for his life, some criteria for making decisions involv- 
ing questions of morality. The values of modem science and 
religion are frequently a source of conflict to people in the 
middle and upper classes of our society. Members of the lower 
classes typically live by dogma or without any conscious values 
at all. 

The fact that many adolescents stop attending church during 
the second decade of life has led some people to feel that 
adolescents are not interested in religious or moral questions. 
This is not the case. Adolescents may not be interested in 
theological questions, but they are interested in questions in- 
volving moral choices. Observations of young children indicate 
that the concepts of morality which guide them in tfieir every- 
day behavior are unconsciously a reflection of the values dom- 
inant in their family situation. For the child, morality is likely 
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to be objective and impersonaL Developmentally, however, 
toward adolescence a religious awakening takes place. A period 
of doubt sets in. This is not to imply that some young children, 
especially more intelligent children, do not raise questions about 
the beliefs given to them by their parents and the church. But 
there is a more general stale of doubt in most adolescents during 
the second decade of life. Adolescence is a period in which 
young people question many of their previous beliefs and 
convictions. They begin critically to reevaluate their ideas 
about many phenomena, including morality. This examination 
of the basic assumption of one’s actions is a desirable devel- 
opment. 

Socrates said a long time ago tliat the unexamined life is not 
worth living. And it is not just idealism tliat prompts young 
people to ask some rather fundamental questions about life and 
death. Various situations in whidi they are living necessitate 
more mature answers than they have previously achieved. 
Perhaps they have experienced death in the family or serious 
illness, and questions begin to arise in their minds. More com- 
monplace, however, are the many situations of everyday life- 
For example, boy-girl relationships raise questions that can be 
answered throu^ discovery of a set of values whidi can serve 
as criteria for making choices. 

It has been pointed out by Landis” that we are living in a 
time when moral values are in a very ambiguous state. Adults 
themselves are not sure where they are going. Because of this 
many adults have ignored these questions and left the adol- 
escent to shift for himself. Others conscientiously try to help 
the young think through the confusion of our times. We can- 
not expect young people to develop values much more stable 
than we ourselves achieve. If we cannot settle the questions 
in our generation, we can at least accept the adolescent as a 
participant in the process of evolving new values. 

For certain young people die school contributes significantly 
to tfieir moral development. One study of adolescent character 
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reports a correlation of ,74 between character reputation and 
school achievement.** Good social adjustment in school leads 
to desirable character development Experiences that provide 
security are lihely to result in more willing acceptance of the 
existing moral code. But the school does not provide this 
learning for other boys and girls, particularly those whose 
values in the home are at great variance %vith the school.** 

The adolescent needs help in resolving the doubts and 
anxieties that assail him when he is expected to assume new 
patterns of social behavior to meet the new conditions of his 
developing nature. We cannot assume that anxieties in them- 
selves have desirable effects. They are only the motivating 
factors torvard the seeJcing of more effecti\'e solutions. 


The Individual and His Developmental Tasks 


The concept of developmental tasks provides scientific guide- 
posts whereby teachers may make sense out of behaviors they 
observe in their students. It provides a broad framework xvithin 
wliicli teachers may see meaning in seemingly inconsistent, 
unrelated behavior. Without this framework Aey are likely 
to designate observed behavior as “teen-age nonsense.” They 
should keep in mind, however, that these tasks are generaliza- 
tions about the common learnings which must be achieved by 
all young people on the road to maturity. 

An understanding of these generalizations is not enough to 
interpret the behavior of a particular individual. It is necessary 
to understand how these tasks are being accomplished on an 
individual basis. For example, consider the task of adjusting to 
a changing body. While it is true that every boy and girl must 
adjust to bodily changes, every individual accomplishes this 
task in his own unique way. Some adolescents make the ad- 
justments with very little conflict and tension; other become 
greatly concerned about their developing physical maturity. 


R. J. Havighurst and H. Taba, A<ioteK«ni Cluiraetcr and Persotudity ( New 
Yotlcs John Wiley and Sons. Inc., 1949), p. 179. 

**A. D. IloUingshead, Elmtown'$ Youth (New Yoit: John W^iley and Sons. 
Inc, 1W9). 
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How Joe Smith is adapting to his changes can be discovered 
only by learning about Joe Smith j)ersonaUy. Norms help the 
teacher to see adolescents as a group, but to understand Joe 
Smith as an individual the teacher must go beyond these 
norms. She must discover how Joe feels and thinks and what 
he wants and values. 

Let us consider how Joe might use one or more of the known 
adjustment mechanisms to meet his problems. He might make 
a frontal attack on the problem: get information from books, 
talk to adults, parents and teachers, and seek to understand 
what is happening to him. Then he might try out his new-found 
powers in situations, and evaluate the consequences. This is 
the approved mental hygiene approach. 

He might feel guilt about tlie clianges and become aggressive 
in efforts to conceal his shame or embarrassment. He might 
brag unduly, or fight others, or pick on those weaker than 
himself. 

He might mthdraw from the situation by daydreaming his 
troubles away. In tliis way he has no chance of experimenting 
xvith his new abilities to test them in experience. He might 
worry himself sick, might actually get a bodily ailment as a 
solution to his tensions. 

The attempt he makes will have a better chance of success if 
he gets help from a teacher who understands his problems and 
is interested enough to help him. Attempts to spell out the 
meaning of the process of understanding have been made by 
the authors of Helping Teachers Understand Children^* as 
follows; 


1. Behavior is caused by a series of factors that can be identified. 
Therefore, boys and girls are understandable and educable. 

2. Every student must be accepted emotionally and respected and 
valued as a human being. 

3. Every student is unique and teachers should constantly seek 
information about each of their pupils which will enable them 
to know the facts that are irtfluencing the pupil’s development 
and behavior. 


Helping Teacher) Understand Children 
(Washington, D.C.: AmcncanCcwijca<m Education, 1945), p. 20. 
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4. Diere are common develc^iRcntal taiks that all students face 
during tlie several phases of their growth, and complications 
often arise as indi\’idii3ls with x-ar^ang characteristics and 
backgrounds work at tliose tasks. 

5. Tlie more important generalizations that describe and explain 
human growth, development, motis’ation, learning, and be- 
haWor must be considered. 

6. The scientific approach should be use<l; gather and organize 
relevant inhrmalion about a child, find the scientiBc principles 
to which this information ixtints to determine the particular 
individual's maturity level and explain his overt actions; use 
these explanatory principles together with the pertinent data 
as the basis for helping the youngster meet his problems of 
growing up. 

Teachers who can put tlie foregoing into practice will be 
of great help to adolescents In achlesing their developmental 
tasks. 

Tin; School, the Tcacweh. and Dex^lopsointal Tasks 

Helping the adolescent achieve these developmental tasks is 
a fttncJamcntal part of the responsibility of tJie teacher. Al- 
though some of these tasks may seem to be more the responsi- 
bility of the home than the school, they cannot be categorized 
in Uiis fashion. Adolescents are working constantly at the 
achievement of these intenelated tasks, and it is the responsi- 
bilit)'^ of the school and the home to supplement eacli other in 
helping the adolescent master these learnings, ^^^lat, then, can 
schools do to aid adolescents learn tliese tasks vs-fth greater 
efficiency? 

The school. It was pointed out earlier in this discussion that 
some developmental tasks emerge primarily from the necessity 
of the organism to readjust to sc-xual and other bodily changes. 
Other tasks have their primarj' source in the culture, in the 
demands that society makes upon young people, sucli as the 
requirement for effective citizenship. Tasks that emerge pri- 
marily from within the individual probably will be worked at 
with or witliout help by adults in our society. The tasks that 
are external in origin and represent demands of society are less 
likely to be worked at by tlie individual without external slirau- 
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lation. In view of this, what is the function of the school In 
helping young people achieve successfully a comprehensive 
range of developmental tasks? This question is concerned with 
the objectives of the secondary school in our society. They are 
discussed at considerable length in other parts of the hook. 

It is a common belief among modem educators tlmt scientific 
study and investigation should provide the basis for determin- 
ing what procedures are most likely to help them realize their 
objectives. Educational philosophy may be considered the 
deliberate attempt to agree on what objectives should be sought 
in our educational institutions. \Vhat procedures are most 
likely to promote realization of tlrese objectives can best be 
determined by experimental investigation. It is within this 
framework that generalization about the growth and develop- 
ment of young people are pertinent to a discussion of secondar)' 
education. Scientific study of the behavior of boys and girls 
makes available tested generalizations that should be utilized 
in guiding educational development For example, a study of 
the learning process results in some generalizations about how 
learning takes place. How learning occurs is not a question for 
philosophical deliberation; it Is a problem for scientific investi- 
gation. It is not a question of traditional versus progressive 
education. In our society, we are committed to the view that 
through the scientific method we can find the best way to gain 
desired results. In consequence of this belief, shall the results 
of scientific study provide the basis upon which we shall organ- 
ize school experiences? On the assumption that lliis is tlie 
intention of most modem educators, one may conclude that 
knowledge about developmental tasks has very real implica- 
tions for the modem secondary school. 

It is probably true tliat the modem secondary school is still 
subject matter oriented — the emphasis remains on the re- 
quirement Uiat young people master certain bodies of kmowl- 
edge rather than that students be aided in life adjustment. 
Leading Uiinkcrs In secondarj’ education have emphasized for 
a generation that mastery of faosvledge is only one of the goals 
of education, but practices have been only slightly influenced 
by such thinking. Critical obsers'ation of most high schools in 
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this country w'ould lead the obsarver to the conclusion that few 
teachers have real insight into the problems that reaUy bother 
our young people, and of those who do have insight, only a fe^v 
are adequately trained to help young people solve their prob- 
lems. There is a very noticeable lag In the formulations by 
educational leadership about what needs to be done and the 
actual practices that take place day by day in high school 
classrooms. 

On the assumption that progress takes place by proceeding 
from where we are toward something which offers more pos- 
sibilities a number of authors have provided helpful discussions 
about the relationships of subject matter to the learnings re- 
quired by developmental tasks.** These authors suggest how 
teachers might, even in the conventionally organized high 
school, help adolescents througl) classroom and cYtracurricuIar 
activities in achieving their tasks more adequately. For example, 
courses in biology provide opportunity for learning facts and 
attitudes about physical changes. Home management courses 
deal directly wth tasks related to family life. Through litera- 
ture, problems of the roles of men and women may be consid- 
ered. Extracurricular activities may provide rich opportunities 
for young people to learn citizenship roles. Dances, athletics, 
and special interest clubs may help young people leam how to 
behave toward one another. 

A considerable reorientation and reorganization of the high 
.school is necessary if these aceumuJated facts about human 
development are to be used to help yoving people achieve a 
more effective maturity. No one at this stage of our knowledge 
can offer a prescription for a curriculum that will guarantee 
these tasks will be maximally learned. However, enough ex'i- 
dence about the inadequacy of present procedures has been 
accumulated to suggest that a great deal of experimentation is 
in order if high schools are to help young people more effec- 
tively than in the past. 

The teacher. Just as the schools operate within a larger cul- 

•» H. L. Caswell, (ed.) The American /Hefc School. Elglilh Yearbook of the 
Jo!m Dewe/ Society (New Ycalt: Harper and Brotbers, 1946). See also Robert 
J. Havigburst, Developmental Taskt ami Educahon (Chicago: Unt\er5ity of 
Chicago Press, 1918). 
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tural framework, the teacher operates williin the society of tlie 
school. Tlie teacher is likely to ask the question: “All things 
considered, what might I do witliin the framework of my class- 
room to help young people achieve more adequately their 
developmental tasks?" Before this basic problem can be solved, 
the teacher must ask herself several other questions. \Vliat is 
my concept of my role as a teacher? \\'hat are my understand- 
ings of the nature of adolescent growth and development? 
\Vliat goals am 1 trying To achieve through the experiences 
young people are likely to Iiave in my classroom? The teacher s 
concept of her function in the classroom probably plays an 
important part in determining what she does in the classroom. 
For example, teacher A, whose self-concept includes the atti- 
tude that she knows what is good for people, will behave in 
accordance with such a concept. This teacher is not likely to 
work ^’e^y hard to provide experiences that will help young 
people achieve a larger measure of self-direction and self- 
responsibility. 

Teacher B. who sees in the behavior of her students evidence 
of efforts to achieve more matiuity, behaves differently. Be- 
cause of her perspective and framework of thinking, she is more 
likely to provide experiences that lead toward more maturit)’. 

Teacher A, who feels that students are not competent to 
achieve any measure of democratic behavior, is not likely to 
allow students to help plan, execute, and evaluate learning 
activities. She is likely to exercise rather direct control in these 
actinties, thus working out her own concept of what people 
are like and what is possible for them to achieve. Teacher B, 
who assumes that young people liave varying degrees of ability’ 
to learn democratic behavior, is likely to provide opportunities 
for students to plan, execute, and evaluate learning activities. 
Classroom procedures, then, are a reflection of the self-concept 
of the teacher. 

At this point the reader should give thought to the question: 
Aie ^^’e: crmsideimg a picAAem of educational pbiiosopliy or 
are we asking ourselves in what way we are more likely to 
achieve what we are aiming for?” From the generalization that 
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people leam what they are doing, it is rather apparent that 
teacher B is more likely to ad)ie\'e the objectives of modem 
education. An important goal of modern education is to pro- 
mote development of the individual’s ability to behave demo- 
cratically. More specifically, this implies opportunity to Icam 
how to do things for oneself, how to stand on ones own feet. 
ObWously, then, teachers who provide little opportunity for 
young people to leam tliese things are failing in their jobs. 

Perhaps a word here should be said in defense of teachers. 
Like their students, teachers are doing the best job they can in 
the light of their o\vn backgrounds, experiences, understand- 
ings, and values. If we are to provide secondary schools that 
will help young people more adequately solve the problems of 
their experience, we have to do more than merely change the 
v'erbalized objectives of school people. We must develop 
teachers who are personally capable of carrying on the practices 
that modem science has suggested are pertinent to our present 
objectives. 

The foregoing suggests tlie importance of re-evaluating 
present-day teacher education. We are too prone to believe 
tliat what a teacher knows in the intellectual sense is all that 
is needed to provide adequate learning experiences for yoitng 
people. Modem psychologists have demonstrated rather con- 
clusively that how the teacher feels, what her values are, what 
dynamic tendencies toward action are operating in her owm 
personality, probably have a more decisive effect upon the 
kind of learning that takes place In the classroom Ilian her so- 
called intellectualizcd formalizations about the nature of the 
teaching functions. The origins and present functioning of her 
oivn personality play an inqwrtant part in detemiining the 
actual curricular experiences within the classroom. 


Studv and Disccssiov 

1. You are a teacher in a Junior or Senior High School. \\'hal 
experiences do }’ou think you could proiidc in the classroom 
which would give j-oung people practice in learning to meet the 
various developmental tasks discussed in this chapter? 
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2. Compare the efforts o^ the school, borne, and church in pro- 
moting the achievement of developmental tasks a) for you per- 
sonally, b) for most of the adolescents in your community. 

3. Suggest some of the problems of society today which might be 
interpreted as resulting from ineffectis'c and inadequate learn- 
ing of developmental tasks during adolescence. 

4. Select from your own acquaintance tVr’O adolescents who grew 
up in different sub-cultures, one from the middle class, the 
other from the lower class. Sho%v how efforts to achieve the 
same dewlopmental tasks probably led to different behaviors. 
^Vhat aspects of their behavior seem to be held in common, 

i.e., are independent of social class influences. 

5. ^\’hat kinds of changes do you think should be made in the 
high school to improve their ability to help young people 
achieve their developmental tasks more adequately? 

6. As a teacher, suggest and discuss some specific ways in which 
you might help young people become sensitive to and learn to 
accept tesponsibiUty for citizenship possibilities within the 
school. 

7. Sex education in Junior and Senior High School is a contro- 
versial issue among educators and parents. Take a stand on 
this issue, indicating fully the basis for your position. 

8. Using the concept of the developmental task, contrast the 
problems of adolescence in two widely divergent cultures such 
as our own and that of Samoa. 

9. Describe the specific ways in which an athelUc program can 
contribute to the learning of developmental tasks by boys and 
girls. 

10. Suggest how a teadier might evaluate whether boys and gifb 
were progressing in achieving the requirements stated in this 
chapter. 
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Secondary Education in Democracy 


PaulB. Jacobson 


Any political state that hopes to perpetuate itseU must indoc- 
trinate its young people with the beliefs that xmderlie the 
political theories practiced in that state. Thus, the Nazis in 
Germany in the early thirties immediately took over the schools 
and staffed them with politically reliable Nazi teachers. Many 
competent teachers who were not Nazis were dismissed as a 
consequence. Under the military government, these .incor- 
ruptible teachers have become the nucleus of the teaching 
corps seeking to indoctrinate German young people with 
democratic beliefs. 

Over Tiiere and Over Here 

Jndoctrinflffon in Russia. Similarly, the Communist party in 
the U.S.S.R. has taken over and greatly expanded the school 
system. Only teachers who are loyal to the party are allowed 
to instruct young people. That they themselves receive rigorous 
indoctrination is attested by a recent translation entitled I Want 
to Be Like SfaZin.* Reading such a book is uncomfortable, but 

* George S. Counts ( trails ), I Want To Be Like Stalin. Translated ftom the 
Russian tert in Pedagogy by B. P. Tes^ou and K. N. Goncharov. (New York: 
J. DayCo.,1947),p. 150. 
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revealing, for it indicates vividly how tlie young Russians are 
indoctrinated in beliefs that are diametrically opposed to those 
of democracy. Their school system undoubtedly is effective in 
building the hind of slate the Communist party and tlie Polit- 
buro want in the U.S.S.R. Complete dependence on and abso- 
lute service to the stale, the unimportance of the individual, 
and the importance of the party are all to be found in the 
teachers manual referred to above. The vigor and ferocity 
with which tliey fouglit to defend their homeland is evidence 
of the fact that the Russian young men and women, with few 
exceptions, believed implicitly in their form of government. 

Training for Deinocracij. We, too, must continue to teach 
the basic tenets of our s>'stem. But too often they have been 
absorbed and lived rather than made explicit; young people 
are not readily able to explain precisely tvhot democracy means 
to them. Although our young men fought and died for dem- 
ocracy in two world wars, if asked to define the democracy 
for which they fought they were almost universally inarticulate. 
Democracy has been learned in part on the job, in part in tlie 
home, but to a much greater e.xlent in the public schools of tlie 
United States. There is no more democratic institution in our 
nation than tlie public sdiool system. Certainly it has faults; 
often it is inadequately financed, some teachers do not practice 
democracy. But xvith its inadequacies it is still a good instru- 
ment to teach democracy. 

Tlie public school is the nearest approach to a classless so- 
ciety that can be found in the United States, in which everyone, 
irrespective of his origin, has as much equality of opportunity as 
his native endowments and lioinc environment allow. Fair play 
is taught in the classroom, in tlie playground, and on the playing 
field. Everj’one has his chance to learn skill in our better 
physical education classes and to demonstrate Iifs competence 
in intramural programs which help the young people achieve 
the developmental tasks — the psychological bases of adoles- 
cence. Allliough all students cannot play in the interscholastic 
contests, skill is the deciding factor, not social status in the 
community or parental income. Everyone has an opportunity 
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to try out for the play, but some who have jobs cannot 
afford to do so. Eveiy'one has a diance to be valedictorian, 
but those who receive no encouragement at home or who have 
modest talents have only a theoretical chance. 

Foundation stones. “Do unto others as you would have 
others do unto you" is practiced more widely in the public 
schools of the United States than in any other institution, with 
the possible exception of the Church. Quite probably, dem- 
ocrac)’ is practiced more generally in the elementary than in 
tlie secondary schoob, but high schoob, too, are becoming more 
democratic as they enroll even larger numbers of 14-17 year- 
old boys and girb and the newer research findings about human 
growth and development are incorporated into high school 
teacher-training programs. 

Democracy can, be made explicit. Its precepts — the founda- 
tion stones on which democracy rests— are imbedded in the 
literature of otir cultural heritage. They are found in writings 
of our founding fathers — poets, statesmen, bbtorians — and in 
the religious heritage of the Hebraic-Christian faith. They need 
merely to be e.rpounded clearly and made a part of the life of 
every young person. For example, Thomas Jefferson wrote: "I 
have sworn upon the altar of God eternal hostility against every 
form of tyraimy over the miuds of men." If this foundation 
stone of democracy b understood and accepted, it implies that 
equality of educational opportunity should be provided for 
everj’one, irrespective of hb place of residence or the size of 
the family income. Public Law JMS, the so-called G.I. Bill, has 
done a great deal since 1943 to provide thb educational equality 
at tlie college les’el. In the economic realm, democracy means 
old age assbtance and welfare benefits to unfortunates. To 
others its meins the opportunity to earn and enjoy an honest 
living williout trampling imderfoot someone who is wealcer. 

“And ye shall know the Truth and the Truth shall make you 
free" (John 8:32) indicates the never-ending need for research 
into and reorientation of court procedure, medical practice, 
school organization, and human nutrition — to mention only 9 
fc'v ” in the light of expanding knowledge. Democracy relies 
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on the free intellect and follows its findings. Communism relies 
on the dogmatic pronouncements from the politburo. Witness, 
for example, the exile and presumed death of eminent Russian 
biologists who would not follow the officially accepted theories 
of genetics. 

Democracy and truth. Democracy asks that there be a search 
for truthj truth then stands on its merits, accepted by men of 
good will who determine their course on the basis of fact rather 
than fancy. The conclusion that genius is common, and tlie 
circumstances fitted to develop if very rare, indicates a faith in 
the human mind and a belief that ability is svidespread through- 
out the human race — red, black, while, yellow, or brown skin 
color does not determine intelligence or ability. Rut the 
environment — tlie circumstances — vary so that equality of 
opportunity has not been realized. 

Consequently, if we believe in democracy we cannot allow 
good schools in rich communities and poor scliools in poverty- 
stricken communities where the number of children per family 
Is certain to be larger than in wealthy communities. As a result, 
we have had “equalization laws” in most of our states to make 
cduRrtlonal democracy through school opportunities roughly 
comparable. 

If we beliet'e in democracy, physical good health of the 
citizens is necessary. If society wshes to promote health and 
well-being among its sLx- to eighleen-year-old children, it could 
expand the partially subsidized school lunch program, it could 
insist on enough doctors to give each child a thorough physical 
examination once in tliree years, and enough nurses to do the 
necessary follow-up work svith the parents. Such developments 
are not only possible but desirable. 

The poet sings of another aspect of democracy. Walt Whit- 
man in For You, O Democracy writes: 

I will make the most splendid rac» the sun ever shone upon 
I will make divine magnetic lands 
"With hve of comrades, 

With the life-long love of comrades 
I will plant companionship thidc as trees . . . 
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Democracy means men of good will, friendship, comradeship, 
love of liberty, a willingness lo live and let live so long as the 
rights of others are not infringed. 

Democracy and consent. The importance of consent is cen- 
tral in democracy, as is the right of orderly protest and the 
right to try to make a minority opinion the majority. Lincoln 
uttered the hope . . that government of the people, by the 
people, and for the people shall not perish from the earth. 
There can be no hereditary ruling class if we believe that 
abilities are widespread among the people. 

Obviously we cannot carry out a project, be it the enactment 
of a new law, or the construction of a new high school building 
in the communit)’, until a majority of the citizens approve. 
But it does not mean we must delay building the school until 
tliere is unanimous consent. Since majority consent is not 
always secured easily or quickly, democracy has been criticized 
as a slow procedure. Aod it is. But there is no alternative if we 
believe in consent as a major social policy. 

In the political realm democracy means consent at the ballot 
box. So democracy is noisy; frequently it is raucous. Some- 
times Its procedures are undignified. But the right to conduct 
a campaign for political office ^v^th sound trucks, hillbilly bands, 
or the snapping of red suspenders b uncontested. It is part of 
the price we pay for consent. And if the voters are fooled and 
elect an incompetent, that experience too is part of the demo- 
cratic process, for the people can always “turn the rascals out 
by electing someone else next time, or in some of our western 
states by the recall. 

So in democratic schools young people gain experience by 
electing class officers, representatives to the council, the presi- 
dent of the student body, and other student officials. Tlie 
school has an obligation to teach boys and girb how political 
parties win elections. The school also has an obligation lo help 
boys and girls develop criteria for electing leaders. In some 
cases thb is done through sodal-studies classes. Ideally, states- 
manship b the resolution or compromise of topics so contio- 
s’crsial that citizens turn them over to elected representath’es 
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who are expected to find satisfactory solutions without com* 
promising tliemselves. Stale legislatures, the federal Congress, 
and school boards, at their best, perform this function. The 
right to liccHom is indii'isible. If we \vant to earn the right to 
en|oy it, we must he prepared not only to fight for it, but to 
extend it to everyone. We caunot morally expect freedom for 
ourselves if we withhold it from otliers. It must be extended in 
the economic area as well as In ihe political. It embraces civil 
rights and decent schools everywhere. It affords respect to 
all men for tlieir accomplishments irrespective of income or 
position in society. 

The essence of democracy. The foundation of democracy is 
older than the United States. It drew upon the Hebraic- 
Clrristian faith. It was nourished by the Renaissance and the 
Reformation. It grew wthin the British Commonwealth and 
drew from the common law. It has been stated in a hundred 
ways by our historians, our statesmen, our jurists, our poets, 
our common citizens. Perhaps it can be summarized In the 
xvords of an eminent historian: 

To have faith in the dignity and worth of the individual man as 
end in himself, to believe it is better to be governed by persuasion 
than by coercion, to believe lhal in the long run all values are 
inseparable from the love of truth and the disinterested search for 
if. to believe that knowledge and the power it confers should be 
used to promote the welfare and happiness of all men rotlier than to 
serve tlie interests of those individuals and classes whom fortune 
and intelligence endow with temporary adv-antage, (these are the 
values ) — which since the time of Buddha and Confuscius, Solomon 
and Zoroaster, Plato and Aristotle, Socrates and Jesus, men have 
commonly employed to measure the advance and decline of ciWliza* 
tion, the values they have celebrated m the saints and sages whom 
they have agreed to canonize.* 

Political Democracy includes the ballot, the representative 
assembly, party politics, constitutional safeguards, and fair 
play. Each of these has undergone some revision since the 
Republic H’as Sounded, and will undergo more changes, for 

3 Carl Bcclcer, New Liberties For Old (New Haven Yaie University Press, 
1941), pp. 149-151. 
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love of liberty, a willingness to live and let live so long as the 
rights of Olliers arc not infringed. 

Democracy and consent. The importance of consent is cen- 
tral in democracy, as is the right of orderly protest and the 
right to try to make a minority opinion the majority. Lincoln 
uttered the hope . . that government of the people, by the 
people, and for the people shall not perish from the earth. 
Tliere can be no hereditary ruling class if we believe that 
abilities are widespread among tlie people. 

Obviously we cannot cany out a project, be it the enactment 
of a new law, or the construction of a new high school building 
in the community, until a majority of the citizens approve. 
But it does not mean wc must delay building the school until 
there is unanimous consent. Since majority consent is not 
always secured easily or quickly, democracy has been criticized 
as a slow procedure. And it is. But there is no alternative if we 
believe in consent as a major social policy. 

In the political realm democracy means consent at the ballot 
box. So democracy is noisy; frequently it is raucous. Some- 
times its procedures are undignified. But the right to conduct 
a campaign for political office with sound trucks, hillbilly bands, 
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elect an incompetent, that experience too is part of the dem<> 
cratic process, for the people can always “turn the rascals out 
by electing someone else next time, or in some of our western 
states by the recall. 

So in democratic schools young people gain experience by 
electing class officers, representatives to the council, the presi- 
dent of the student body, and other student officials. The 
school has an obligation to teach boys and girls how political 
parties xvin elections. The school also has an obligation to help 
boys and girls develop criteria for electing leaders. In some 
cases this is done through social-studies classes. Ideally, states- 
manship is the resolution or compromise of topics so contro- 
versial that citizens turn them over to elected representatives 
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who are expected to find satisfactory solutions without com- 
promising themselves. State legislatures, the federal Congress, 
and school boards, at their best, perfonn this function. The 
right to freedom is indivisible. If we want to cam the right to 
enjoy it, we must be prepared not only to fight for it, but to 
extend it to cver^'one. ^\'e cannot morally expect freedom for 
ourselt’cs if rve rritlihold It from others. It must be extended in 
tlie economic area as well as in the political. It embraces civil 
rights and decent schools everywhere. It affords respect to 
all met! for their accomplishments frre^ective of income or 
position in society. 

The essence of democracy. The foundation of democracy is 
older than the United States. It drew upon (ho Hebraic- 
Christian faith. It was nourished by the Renaissance and the 
Reformation. It grew within the British Commonwealth and 
drew from the common law. It has been stated in a hundred 
ways by our historians, our statesmen, our jurists, our poets, 
our common citizens. Perhaps it can be summarized in the 
words of an eminent historian: 

To have faith in die dignity ami worth of tlie individual man as 
end in himself, to believe it is belter to be governed by persuasion 
than by coercion, to believe that In the long run all values are 
inseparable from the love of truth ond the disinterested scarcb for 
it, to believe that knowledge and llie power it confers should be 
used to promote the ivel/arc and Juppiness of all men ratiier than to 
•serse the interests of those individuals and classes whom fortune 
and intelligence endow with tcmpor.'uy advantage, (these are the 
^'alues) — which since tlie time of Duddha and Confuscius, Solomon 
and 2^oasler, Plato and Aristotle, Socrates and Jesus, men have 
commonly employed to measure the advance and decline of civiliza- 
tion, the values they have celebrated in the saints and sages whom 
they have agreed to canonize.* 

FoUtlcal Democracy includes the ballot, the representative 
assembly, party politics, constitutional safeguards, and fair 
play. Each of these has undergone some revision since the 
Republic was founded, and will undergo more changes, for 

SCarl Becter, AVto Lihcrtlef For OW (New Itaven. VaJe l/oiversify Press, 
l&tl), pp. 149-151. 
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democracy is an evolving concept shaped by a complex of 
dynamic forces. 

Each citizen is now guaranteed the right to cast his vote as 
he sees fit, in secret, but women have had that right for only 
about thirty years. Before the Civil War, Negroes were en- 
slaved in this nation with no ri^ts of citizenship. Before the 
Industrial Revolution in America, the working classes had no 
franchise, and only freeholders were permitted to vote. In New 
England, at one time it was necessary to be a member of the 
Congregational Church in order to vote. In Oregon it was 1949 
before the right to vote in school elections involving bond issues 
was granted to those citizens who did not own real estate or 
stocks on which tax was paid in the commonwealth. 

Party jwlitics illustrates the evolving nature of demoaacy. 
.Although the constitution docs not provide for political parties, 
they have developed out of conflicts of principle and policy, 
and are now an essential element of democracy. 

Constitutional safeguards of men’s civil liberties are most 
frequently thought of in connection with the political concept 
of demoaacy. Specifically guaranteed are freedom of speech, 
freedom of reUgious worship, the right of assembly, the right 
to petition concerning a grievance or wrong, ^vrit of habeas 
corpus, due process of law, and other safeguards contained in 
the BUI of Rights. 

In the communistic state the one party system, nonseaet 
elections, the concentration camp for political dissenters, and 
arrest witliout warrant are in bitter contrast with our belief. 

Still other political safeguards are the separation of the 
executive, legislative, and judicial branches of the government 
The system of checks and balances was designed to prevent 
seizure of power. 

DCTTiocTflci/ as an economic philosophy. Democracy furnishes 
the favorable climate in which the American free enterprise 
system operates. American democracy is characterized hy 
freedom of enterprise with each man encouraged to follow s 
calling of his own choice, pnnnded that it does not interfere 
with the best interests of society. He is protected in the pos* 
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session and enjoymenl of the fruits of his labors after paying 
his proportionate part of the cost of necessary government and 
general welfare. 

Economic democracy has changed greatly from the rugged 
individualism that charactejized the establisliment and growth 
of great financial empires, which under a latssez faire phil- 
osophy drew away from the democratic ideal. Enlightened 
self-interest has long cliaiacterized our democracy, but it has 
been encountering increasing restriction. The New Deal exem- 
plified the possibilities and problems of a planned economy, 
which is now the subject of vigorous debate and searching 
inquiry. Tlie Communist slate guarantees a job — but a bare 
subsistence; democracy has produced a good living for nearly 
all of the citizens. 

Also a part of economic democracy is the organized labor 
unions svith their machinery for collective bargaining, media- 
tion, and arbitration. The right to band together for the pro- 
motion of collective Interests that are not incompatible svlth 
tile general welfare is basic to democracy, The right to strike 
vital services such as sdiools, and fire and police protection 
cannot be tolerated. \Vhal shall be done about strikes in cer- 
tain other basic industries such as railroad transportation has 
not been determined. 

Democraaj as an order of society. As a society, democracj' 
stresses social mobility svithout artificial barriers to advance- 
ment from one level of society to anoUier. The son of a street 
cleaner may become a college president; a rail splitter and a 
haberdashery salesman have become presidents of the nation. 
There is no limit to the aspirations of members of this dem- 
ocracy, and in countless cases lliese aspirations have been 
achieved. 

Democraaj as a way of life. Democracy as a way of life 
makes the individual the center of things. He is not only free 
to develop his abilities to the maximum, but is helped and en- 
couraged to do so. The maximum development of each indi- 
vidti.il is considered to be in the best interest of all. Democracy 
is founded on a supreme respect for the worth of each indi- 
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vidual personality, whatever the origin or status of the individ- 
ual may be. Communism malces the state the center; the indi- 
vidual’s development is unimportant. He is sacrificed ruthlessly 
for the state. In a democracy, the state serves the people; in a 
dictatorship, the people serve the state. 

Democraaj os a social faith. While democracy is all of the 
foregoing thuigs: a form of government, an economy, an order 
of society, and a way of life, to picture it as a social faith brings 
out more clearly tlie ideals for whidi it strives. These ideals 
are the product of the best thought and practice of men 
throughout the ages. Tlie Educational Policies Commission 
includes the following articles in this faith: 

First, the individual human being is of surpassing worth. 

Second, Uie earth and human culture belong to all men. 

Third, men can and should rule themselves. 

Fourth, the human mind can be trusted and should be set free. 
Fifth, the method of peace is superior to that of war. 

Sixth, racial, cultural, and political minorities should be tolerated, 
respected, and valued.* 

Role of education in a democracy. More important than 
training an enlightened citizenry is Uie development of tlie 
conviction tliat democracy is the best way of life. “Education 
in America must build within all citizens it touches a love for 
Uie democratic way of life based on the freedom of tlie indi- 
Aidual. Tlic love of Uiis way of life presupposes the assumption 
of the responsibilities as well as the rights of free men." 

A further indication of the role of education in a democracy' 
is the statement that “democracy exists only in the patterns of 
behavior, feeling, and thought of a people. Let these patterns 
1)0 destroyed and democracy itself is destroyed.”^ Insuring 
the continuity of these patterns of behavior, feeling, and 
thought presents the public school with a tremendous task. 

If the school can transmit tlie social heritage to the oncomin? 
generations, indoctrinating cadi indis-ldual with an under- 

* Question of Free Mm In American Democracy, Educational Policies Co®* 
mUUon (Wuhloeton. D.C.: Nsbonal Education Association, I&41), p. a'J- 

* /btJ, p. 43. 
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standing of the democratic philosophy and a love for tlie demo- 
cratic 'vay of life, and if it «»n develop yotmg people witji an 
awareness and a will to act, it will have accomplished its 
mission. 

Americans iiave great faith in their schools. Henry S. Com- 
mager states: 

No other people ever demanded so much of education as have the 
American. None other was ever served so well by its school and 
educators. 

From the beginning, education h.is had \-ery special, and very 
lieavy, tasks to perform. Democracy could not work without an 
enlightened electorate. The various states and regions could not 
achieve unity without a sentiment of nationalism. The nation could 
not absorb tens of millions of immigrants from all parts of the globe 
wthout rapid and effective Americanization. Economic and social 
distinctions and privileges, severe enough to corrode democracy 
itself, liad to be fought. To our schools went the momentous respon- 
sibility of inspiring a people to pledge and hold allegiance to these 
historic principles of democracy, nationalism, Americanism, and 
egalitarianism.* 

Commager lists four outstanding contributions of the Ameri- 
can scliools: 

(1) The creation of an enlightened citizenry in order that 
self-government might work. The historian comments: 

Has our investment succeeded? None can doubt that it has. 
Americans have, in short, made democracy %vork. They established 
a nation, held it together, and expanded the original 13 to 48 states 
— \vhile steadily pursuing the grand objectives of the framers of the 
Constitution: their "more perfect union" did establish justice and 
domestic tranquillity, and secure the blessings of liberty. Through 
all their hbtory they elected some mediocre presidents but never a 
wicked or a dangerous one; settled all problems by compromise 
except the greatest one, slavery, and perhaps that could not be 
settled by compromise, they revealed in ever>' crisis an ability to 
select able leaders. Only a people taught self-government could 
record these achievements.'' 

(2) The fostering of national unity. 

® Henry S. Commager, "Our School Have Kept Us Fre*," Ufe. XXIX, No. 10, 
(Oct 10, 1930). p. 40. 
p. 40. 
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National unity is a part of Uie democracy we lia\’e described 
earlier in this chapter. It stems from the contribution of our 
great teachers, historians, poets, and national heroes who have 
given us a common store of beliefs and traditions. It was 
fostered by the unparalleled expansion •- the westward move- 
ment, the development of transportation — and a vigorous, 
restless people. 

(3) The Americanization of from two to eight million for- 
eign bom persons in each decade follovving lS-10 until the turn 
of the centur)'. This, too, was performed with distinction. 

(4) The provision of social cohesion. Commager continues: 
This most heterogeneous of modem societies — profoundly varied 

in racial background, religious faith, social and economic Interest — 
has ever seemed the most easy prey to forces of riotous privilege ar’d 
ruinous division. These forces have not prevailed; tliey have been 
routed, above all, in the schoolrooms and on the playgrounds of 
America. In the classroom, the nation’s children have lived and 
learned equality — all subject to the same educational processes and 
the same disciplines. On the playground and the athletic field> the 
same code has ruled — with the reward of honor and applau**' 
heartfuUy given to achievements to which all could aspire equal!)’" 
The roster of “foreign" names on our high school and college foul" 
ball teams has seemed worth a feeble joke to many an unwilty 
radio comedian. \Vho can seriously doubt that the cause of dem- 
ocracy is served when it is a Murphy, a Schwartz, a Groglio or a 
Levitsky that the cheering stands applaud? ^ 

Some of these tasks have been carried out in the elementary 
schools, but in themselves they have not had time to consum- 
mate all the tasks. It has remained for the secondary schools 
to perform a substantial part of the total job. 

Causes for the Ghowtii of High Schools 

Development of the West. The United States has been en- 
dowed with great natural advantages which have enabled the 
nation to grow rapidly and have helped the citizens to prosper 
mightily. It has a soil of unparalled fertility, a favorable cli- 
mate, and natural resources in minerals — 40 per cent of the 

1 1bid, p. 47. 
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world s supply - waterpower, and forests ideal for rapid indus- 
trial development. In addition most of the citizens who came 
to this nation were ambitious to develop these resources tor 
their private gain and for the development of the nation. 

Because the nation was so large, invention and technology 
tended to flourish. For example, the midcontinent raises excel- 
lent com; this made that area a great producer of pork. In turn, 
the refrigerator car was developed to transport the meat from 
the packing houses to all parts of the nation. Inventions in- 
creased from 80,000 in 1870 to about 425,000 in 1930. Such 
developments were the logical condusion of the democratic 
heritage of applying the findings of research to the problems of 
the day. As Jeflerson said, “Research and Experiment have 
been indulged, and error has fled before them.” 

The Civil War was scarcely over before a group of industrial 
capitalists, capable, shrewd, hard-driving men, set out to build 
fortlines and industrial empires; and ur the generation ending 
about 1890 they succeed^ not only in building individual 
fortunes but in conquering the continent. Formerly anyone 
who wished to begin anew could go west; after 1890 the free 
land of value had largely been taken. 

Decline in agriculltire. With the development of new inven- 
tions came the growth of the corporation, first in the East and 
later in the great industrial areas of the middle West. As cor- 
porations grew and industry became ever more productive, 
workers tended to live closer together and villages became 
cities. As the cities grew, so did the school systems. It is little 
more than a hundred years ago (1837 or 1^8) tliat the first 
superintendent of schools was appointed. His Job, then as now, 
was to coordinate the school system into a unit rather than to 
have a series of unrelated and uncoordinated schools in a 
number of neighborhoods. 

As cities grew, parents were more insistent on sending chil- 
dren to school for longer periods of time. In a rural environ- 
ment there were always necessary tasks that were not only 
fitted to the abilities of children, Imt were part of their educa- 
tion in the sense that they provided work experience. In an 
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urban selling there were far fewer tasks for clhltlren to per- 
form, particularly ns man became more productive and em- 
ployers learned that children, liccaiisc they productnl lc*ss, even 
though paid mcagcrly, svere cxpeiiMvc lalmrers. So the laws 
rcflcclcd the scnlimciit of llie citirens. Children were com- 
pelled to g(J to school. 

Groivtii of cilics. By 1890 alwiit three fifths of the citizens 
in the North Atlantic st.ites livcrl m cities, but nationally less 
than 40 per cent of the people lix'cd In urban areas. By 1950 
over three-fifths of all citizens bvcsl In urban areas throughout 
the entire United States. In addition, the percentage svho lived 
in metropolitan areas with more than 1,000,000 jwpulalion had 
increased by leaps and l»ounds. Tlie shift to urban living 
changed both Institutions and attitudes. Tlie family became 
smaller, divorce became more prevalent, and the place oj 
women in the economy changed. Tlic following quotation indi- 
cates some of these changes: 

. . . The city ga%e rise to nesv problems of housing, healtli, sani- 
tation, recreation, education, and gosTroment. Tlic t>picol city 
presented a picture of s-isid contrasts: of riches and povetts’; of 
palatial residentl.nl districts ami of stums where living and nice 
ilourished; of high ideals and of graft or racleteering: of places for 
high cultural adnancement and of human degradation. But it ""as 
in the city, with all its lights and sbadovs-s, tliat much of what men 
call progress was taking place — in education, in art and litcralure, 
in science and innention. In soci.n1 betterment.* 

But as we shall see, more and more young people who were 
bom in rural areas were obliged to move to urban areas to eani 
a living. Agriculture has experienced a long-time decline from 
early pioneer days when 95 per cent of our population bad to 
work on the soil, until modem times when somewhat less than 
20 per cent of the labor force is engaged in agriculture. In some 
way’ the city must provide employment not only’ for its 0 "m 
youth, but for the surplus farm population as well 

Impacl of Icchnoia^tj. 7?ie essence of the impact of feeb- 

* Newton Edwards and Herman C. Richey, The School in the Amencon 
Social Order (New York: Houston Mifilm Co., 1947), p. 454. 
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nology can be seen in one simple fact. Each year the amount 
of work produced per worker has increased about 4 per cent. 
Thus, over a period of 20 years, in many industries the output 
per hour has doubled. The phenomenal increase in production 
during World War II indicates that the trend has continued 
although, as less efficient workers were added and we “scraped 
the bottom of the manpower barrel," the increase tended to 
slow down. Industrial productivity has increased markedly 
since 1945. 

As man becomes more productive, workers, particularly 
young people, roust shift from one occupation to another and 
not infrequently some of them are imemployed for long or short 
periods of time between jobs. This implies, of course, tliat 
schools in which students train for occupations are more likely 
to serve their citizens well by providing broad training ratlier 
than too specific training for a particular job. Then, too, par- 
ents, members of labor unions, and citizens generally are 
fa^wable to continuing young people in schools for a longer 
period of time. The age at which youtli may leave sclmol has 
increased from fourteen to sixteen, and in some of the more 
enlightened states, particularly on the Pacific coast, the law 
requires school attendance until the age of eighteen. 

\Vhat was true in industry was also tnie in agriculture. In 
addition to feeding three other persons in liis family, the aver- 
age American farmer, after allowing for the services of the 
hired man, now provides food and fibres for twelve people 
living in American cities or in non-farm areas, as well as three 
more persons living in foreign countries — a total of eighteen 
persons in all. 

Crop production has increased two and one-half times from 
1849-1930 and agricultural production per worker has appar- 
ently increased about tliree times. 

Crowth of high schools. The growth of the American high 
scliools has been one of the phenomena of contemporary life. 
Since 1890 tlie high school population has doubled, roughly 
speaking, each decade for fifty years. Nowhere else in the 
World has there been .sucli a popular increase in secondary 
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education. Various reasons for die growth have been advanwd. 
Many persons wanted their children to have opportunities 
which they had not enjoyed. Some complacent educators have 
assumed the high school was so good that the enrollment auti> 
matically increased. As we shall see in this chapter, there ^ 
little justification for this assumption. Others have observed 
that adolescents like to attend school because they can mingle 
wth their peers. This undoubtedly has kept many young 
people in schools. A few have asserted that compulsory atten^ 
ance laws caused the increase. The evidence to be presented 
later indicates that the laws were the result of social conditions 
rather than the cause of education growth. 


TABLE 1 

EnroBment in Secondary Schook 1890>1950 * 
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1899-1900 

695,903 

94^5 

6,152,231 

14!9 
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1909-10 

1,111,393 

210.6 

7,220,298 

34.8 

15 

1919-20 

2.493,678 

597.5 

9,753,841 

44.5 

32 

1929-30 

4.799,667 

1241.4 

9,341,221 

74.5 

51 

1939-40 

7,113,382 

1888.0 

9,720,419 

81.5 

73 

1941-42 

6,923,538 

1835.0 

9,619,110 

79.6 

72 

1943-44 

6.020,890 

1582.7 

9,298,244 

73.6 

65 

194S40 

6,187.305' 

1629.0 

8.7SO,020t 

64.0 

70 

1947-48 

6,505,000' 

1740.0 

8,567, 971t 

60.0 

76 


* Based on advanced sheets from the Biennial Survey 1945-46. 

•• Based on "Forecast of nnmial total enrollment in Public and 

public Schools combined” by E. M. Foster and H. S. Conrad in Schod 
Ufe. 32 (March, 1950) , p. 88. 

I Infonnatioa received by letter from David I. Blose, Specialist in Ed» 
cational Statistics, United States Office of Education on March 29, 19^' 

Many persons have fell that the school-leaving age svas 
raised because of humanitarian feelings tovs'ard our youuS 
people. This is partly true. But in far larger part it is due to 

• Biennial Sttrtev of Edueatioa 1942-44, U.S. Office of Education BuDeh*^ 
1W9. p. 10. 
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adiieving an urban civilization and a high productivity in busi- 
ness, agriculture, and industry which enabled the citizens to 
live well wdtliout using the chddren in production. In 1910 the 
percentage of children ten to fifteen years of age in gainful 
occupations was 18.4 per cent Twenty years later in 1930 only 
4.7 per cent were so engaged.’® Then, too, we note that during 
the years of World War II the number of young people enrolled 
in high school dropped over 1,000,000 between 19-10 and 1914 
as fourteen- to seventeen-year-old boys and girls left school to 
enter the service occupations when their older brothers and 
sisters w’enl into the war industries and the armed forces. 

After the end of World War II, the high school enrollment 
began to rise again. To state the matter bluntly, the American 
liigh school has become a “w'ay of life” where teen-age boys 
and girls are kept and educated until it is time for them to go 
to ^vo^k. Because our productivity is so great, we have kept 
ever larger niunbers of young people in high school. No other 
nation has sent such a large number to secondary schools; 
perhaps no other nation can yet afford to do so. 

There are a number of otlier ways tlie young people could 
have been used. We could have had a largo standing army; that 
is not in keeping with our democratic traditions. It %voiild be 
much more expensive than a sj’Slem of public high schools. We 
could have kept the young people at work and retired older 
workers at an earlier age. This, too, would be more expensh’e 
than schools. And it does not fit well into our democratic tra- 
ditions. Wc could have kept the young people at work and 
rwluced the ivork-iveek for everyone. ^Ve could have kept 
evcrj’one at work, but wc would haw produced more than wc 
consumed, thus making it necessary to give away lire product 
or to cause an over-supply and to court a serious depression. 
Consciously in part, in greater part uncomciomly, wc have 
placed our young people in school Iwcause wth our tremendous 
productivity’ we could afford to do so. 

7}!iis it hss l>ecn nefe.«3jy to work out xin rdiicatJonaJ pro- 

Nevtion Cdu-ardi. 'EiiiicaCioiul Implications of l^ipiiLition Change In the 
UnKn! Sut«." Jovmal of Teadior Edtteation, March. 1950, p- 0 
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gram richer in content and extending over a longer period of 
years. Guidance programs, work experiences, the development 
of a varied program of extra-curricular activities, Smith-Hughes 
vocational training programs, and the vast program of curricu- 
lum revision and additions were due to the growth of the 
schools, conditioned by productivity. 

Citizenship training became more complex in order to pre- 
pare for the varied problems confronting an inban civilization 
and not even dreamed of in a simpler rural economy. Intel- 
ligent use of leisure lime and wise consumption of goods and 
services also took their places beside the older task of passing 
on the cultural tradition of tlie western world. 

Growth in jrccdom o/ tvomen. Opportunities for women in 
business and the professions has increased manyfold since 
Civil War days. From the period when women could only hope 
to be homemakers, society has changed so that it not only 
tolerates, but often demands, the services of women in produc- 
tive elnployment. The reserve of "womanpower” which catne 
into the service and productive industries as well as into the 
armed forces was oue of the factors in winning the war. And 
as women increasingly entered the productive economy, 
tended to reduce the percentage who married and the size or 
the families of those who did. This in turn made it easier to 
continue children in schools for a longer period of time. 

The Growing Population 

Changes in popttlation. As the United States became an 
urban industri^ nation, there came a change in the family 
pattern. Behveen 1790 and 1940 the family size gradually 
decreased from over six to about two cliildren. The change to 
the small family pattern began in New England and spread 
wesrivard into the Middle Atlantic through the industrial areas 
of the Great Lakes and on the Pacific Coast. 

Tlie trend to smaller families was world-wide. In France, 
for example, the total population declined. In Italy and Ger- 
many, Mussolini and Hitler tried to reverse the trend 'rilh 
bonuses for large families. 

Chart I shows graphically hoxv the size of the family has 
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Chart 1. Number of children under five years of age per 
1000 white women 20-14 years of age. 


decreased over 150 years from more than 1100 to less than 450. 

In 1700 there were 782 white persons twenty years of ago or 
over per 1,000 children under sixteen years of age; in 1940 there 
^vere 2,522 wliite persons over twenty years of age for each 
1,000 persons under sixteen years of age. Tims there were more 
than three times as many children per adult in 1790 as there 
u’ere in 19-10, the number of children in the family had shrunk 
to one-lliird the former number. As the proportion of adults 
tu’enty to sixty-four — the prodiictiv'e age — increased in tire 
population because tlie percentage of children was decreasing, 
there xvas less burden in sending cliildren to high school. This 
fact, coupled with tlie increased industrial production, made it 
easier to send children to high school because there were fewer 
mouths to feed at home. 

Urban and rural birth rates. Students of population in the 
United Slates have known for some time that cities were not 
producing enough births to maintain themselves, and that rural- 
farm areas were the seedbed of America. Over 40 per cent of 
the children bom in rural areas with 2,500 population or less 
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will work and live in urban areas as adults. The following 
quotation from two llioughlful students of education and so- 
ciety makes the condition vivid: 

Fertility is strikingly high in the Southern Appalachian-Ozark 
area, in tlie Old Cotton Belt of the Southeast, in portions of the 
Southwest, in the Rocky Mountain States, in the northern section of 
tlie Great Plains, in the ciit-o\‘er lands of the Great Lakes states, and 
in the Northern part of New England. Tlie great area of low fertility 
extends from Southern New England to Kfaryland and spreads 
^\'estwa^d from Ne>v York and Pennsylvania, getting broader as it 
reaches the Middle West, and ending in Southeastern Nebraska and 
W'estem Kansas. The Far Western Stales of Nevada, California, 
Oregon, and Washington constitute a second large area in which 
fertility is low, A considerable portion of Florida and parts of 
Texas arc also characterized by relatively low fertility rates.” 

This docs not mean tliat there are few children in the far 
western states; it means only that there are not os many p«r 
1,000 adults as in other parts of the country. The Far West has 
experienced the heaviest immigration since 1930, with Cali- 
fornia leading the nation with a percentage increase of over 50 
in the 19-10's. Oregon and Washington were In close pursuit. 

Tlie number of cliildrcn varies enormously. Thus, per 1,000 
women twenty to forty-four years of age, in Utah there arc 593 
children under five years of age; in South Carolina 5S6; in 
New York 289; in New Jersey 294; in rural New Me.xico 841- 
In urban Oregon the number is 276; in urban New York 26S. 
Tlie number in niral areas nationally among farmers was 6-lS; 
for all cities llie number was 310.” In 19-10 nearly one-third of 
the stales had so few cliildrcn bom that they could not expect 
to maintain their population. These slates were principally 
north of the Potomac and cast of the Dakotas. 

The net reproduction rate in IBIO for the farm population 
was 1.14: in urban areas the ratio was .74. Tlius, were it not for 
the excess births in rural America, the cities would fail to gro"'. 
and in a generation ss*ould begin to lose population. 

Stucc 19:30 the ureas which have attracted tlie largest nutnli^r 
of migrant s has liocn: (1) Metropolitan New York including 

“ Edwxfdj Ko.] I\»thry. cp- rff, n. ewa. 
p.CO«. 
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parts of New Jersey and Connecticut, (2 ) the Great Lahes areas 
of Michigan, Illinois, and Ohio, with their great industrial de- 
velopments, and (3) the Pacific Coast states of California, 
Oregon, and Washington. The two areas which have lost 
population heavily are the South and the area between the 
Mississippi and the Rocky Mountains. During the 1920’s the 
net migration from rural to urban areas wras over 6,000,000, 
and in the 1930’s it was approximately 3,750,000. In 1940 and 
1941 over 2,000,000 migrated from the farms to the cities. The 
trend still continues. 

Resources and educational load. Coupled ^vith the educa- 
tional load, as indicated by the number of children per 1,000 
adults, is the ability of the population to support education and 
other government functions. 

If children and income Nvere distributed among the states in 
equal proportions, it would make little difference from the 
standpoint of equal educational opportunity that some com- 
munities and regions had a high ratio of children to adults. It 
has been shown that where the number of children is greatest, 
the plane of living is lowest by whatever standard of living is 
chosen. 

The American people have long prided themselves on their 
democratic educational system. Yet the evidence clearly indi- 
cates tliat equality of educational opportunity does not exist. 
To equalize Ae differences to some extent, we have equalization 
laws in many of the states. There is a movement underway to 
Secure federal aid for education to equalize opportunity still 
further. 

When all the facts are brought into focus, the following broad 
generalization is warranted. In communities in which the birth rate 
is low, the educational load light, the plane of living high, and the 
economic structure the strongest, education is supported most liber- 
ally and home and community resources are the richest. In com- 
munities where fertility' is high, the education load heavy, the plane 
of living low, and economic resources the most restricted, education 
receives comparatively meager support, and home and community 
have the least to contribute to cultural and intellectual growth. 
Education may be made to serxe as a means of equalizing the con- 
dition of men but it may also serve as an instrument for the creation 
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of regional, class, and racial inequalities. If the ladders of educa- 
tional opportunit)' rise high at the doors of some but at the doors of 
others scarcely rise at all, and if a considerable amount of formal 
schooling is essential for successful occupational adjustment, the 
educational system svill operate to create those very' inequalities of 
class it was designed to prevent. Finally, if each succeeding gen- 
eration is recruited in disproportionately large numbers from tlie 
underprivileged areas of the nation and the underprivileged elements 
of the population, and if the deficit is not in some measure made 
good by high educational endeavor, the result may well be the 
spread of an inferior cultural heritage and the failure of democratic 
political institutions.^^ 

Birth rate since J940. The trend in birth rates has been 
sharply up throughout tlie United States particularly since 
1344. The number bora in 1347 — 3,977,000 — was the largest 
ever recorded. By 1946 the net reproduction rale stood at 136. 
'whereas it had been below 100 in the late 30’s. The number of 
children under five years of age rose from 10,542,000 in I&IO 
to 15.407,000 in 1949. The number from five to nine years of 
age rose from 10,685,000 in 1940 to an estimated 16,3M,000 in 
1955.” Clearly a population wave is rolling through the schools 
(as was indicated in Chapter 1). An acute shortage of elemen- 
tary school teachers has resulted in part from this factor. 

Does this mean that the citizens of the United States have 
adopted a new social policy toward family size? Does it mean 
there are likely to be continuing rapid grovv-th in school popula- 
tion to the turn of Uie century? The answers to these questions 
we do not know. But they are fraught with serious conse- 
quences for all persons concerned with public education. A 
carefully considered judgment is made by Edwards: 

. . . Recent high birth rates do not necessarily mean any material 
increase in the sire of completed families. Apparently they are to b* 
explained primarily hy the fact that many couples have been having 
babies l.ntcr or earlier than they would normally have Iwcl them. 
During the depression many marriages were postponed and many 
couples delayed starting tfnrir families. The rise in the birth rate 


IW, p. CT7. 

"Education Implications of PopuLitioo Cliange b 
the Umted Stales, Journal of Tfother Edueallon 1 (Starch. 1950), p. 4. 
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for 1930 to 1W3 represents, in the main, the using up of this backlog 
of potential babies. Tlie high birth rates since 39-J4 may be ac- 
counted for, in the main, by babies postponed during World War II 
and by babies borrowed from tlio future. Dabies have been bor- 
rowctl from the future because many young people, during the post- 
war period of favorable economic conditions. Iia\’e married and 
started families who norm.tlly would not base done so until a later 
dale. Naturally, the number of first and second order births among 
young mothers spiraled sharply upw.ird, and it was these tliat ac- 
counted primarily for the rise in birth rates. But as the marriage 
rate drops — and it has been dropping now for some time — and 
postponed and borrower! births are tis^ up, tliere will surely be a 
drop in first nml second order birllis. Unless this deficit is made up 
in some way there will l>c a resumption of the long-time decline in 
fertility.” 

Many persons belietx* the wave of chihlren sweeping through 
the schools will be followed by a trough os was tlie case fol- 
lowing World War I. Tlie Bureau of the Census forecast of tlie 
enrollment for the years 191S-1960 Indicates Uiat the peak 
enrollment will be reached between 195S and 1960 when Acre 
will bo 10 million more enrolled than in 19-17, an increase of 40 
l)cr cent” 

S/i//ting migrallon and the schools. Many motives impel 
persons to migrate. Perhaps the love of adventure appeals to 
some; to others it is dissatisfaction with conditions as they are, 
particularly in the economic realm. For olliers the letters and 
invitations of friends who have migrated are impelling. Climate 
and sunshine, /.norable wcallicr, and a multiturle of other 
factors contribute. But in tlie final analysis, the hope of a belter 
life, particularly ^vith respect to Improved economic conditions, 
Is the major factor. Thus, because there are twice as many boys 
who re.ach eighteen years of age as tliere arc fameTS who die 
or retire, nearly half of our rural population must migrate if 
they are to find opportunity. 

In 1947 there were 70 million persons living in homes differ- 
ent from tljose they had occupied in 1940. In the same period, 
p. 4. 

Bluriu of the Census, "Forecasts of Population and Sdiool EnioUnient in 
the United States 1SMS-1D60." Current Pi^mtarion Reporls-PopuloUon Eitinuite 
Series, No. 18, February 14, 19-19, p 25. 
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25 million had moved to another county, five million had moved 
to a contiguous slate and seven and one-half million had moved 
to a non-contiguous state. If a migrant is defined as one who 
has moved at least once and at least as far as another coimty, 
approximately 20 per cent of the population were migrants, and 
in the West 40 per cent. Approximately 10 per cent of the 
population were living in a state other than the one in which 
they were bom.” 

During this period 7,500,000 persons left the farms to enter 
war production; the net loss was 3,200,000 or nearly one-eighth 
of the farm population in 1940. Until 1917 the Negroes were 
not as migratory as the whiles. By 1930 about one-fourth were 
bving in a state other than the one in which they were bom. 
By 1947 they had become as migratory as the white people. 

^Vhen one-fifth of the school children are migrants we can- 
not he unconcerned about the educational opportunities, or 
lack of them, which are provided anywhere in the United 
States. Since they have the most to gain, migrants are most 
frequently those people with the poorest prospects at home and 
the meagerest education. Whatever deficiencies the migrant 
has In civic competence, however poor his preparation for 
making a lisung, he brings the deficiencies with him when he 
migrates. 

Study and Discussion 

1. Prepare a statement of democracy which j’ou are willing to 
defend to your classmates. 

2. If we accept the belief that each person has the right to develop 
his talents to their h'mits, what are the implications for the 
public high school? 

3. Defend or attack the statement — A state that wishes to per- 
petuate itself must inculcate voune neonle with its beh’efs and 
tradition. 

4. Of the following contributions of education, which do 
consider most impoitantj (1) to provide an enlightened cid* 
zenry, (2) to create national unity, (3) to Americanize the 
foreign bom, (4) to ptwide social cohesion. 

» • Bureau of the Census, “Internal Xligradon in the United States; April IWO 

to April 1917." Current Fopuiation BamrU-Popuhlion Characteristic) Srricr. 

.Vo. 14. April 15. 1943. p. 
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5. Explain how our na(ura} resources have aided the development 
of American democracy. 

6. Discuss the importance ol our productive economy on the 
development of the American public secondary school. 

7. Enumerate the most important social factors responsible for the 
growih of the free public higli school 

8. \Vliat arc tlie implications of the differentials in urban and rural 
birthrates for secondary school development? 

9. \Vbat concern need be felt about the unequal educational load 
in various parts of the United States? 

10, WTiat education problems are likely to be found in areas where 
there are many new citizens doe to migralian? 
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Making the High School Effectively Free 


Paul B. Jacobson 


Allliough die number of children attending secondary schools 
has grown tremendously, a considerable proportion of those 
who should be in school still do not attend. According to the 
1940 census, approximately 8 per cent of the fourteen-year*old 
boys and girls were not In school; 12 percent of the fifteen- 
year-olds; 24 per cent of the slxteen-year-olds; and 39 per cent 
of die sevcnteen-year-alds. Tlius, 21 per cent of die boys and 
girls fourteen to seventeen years of age were not in school, and 
very few of this group had completed tiie high school program. 
Furthermore, 71 per cent of the eighteen- and nineteen-year- 
old boys and girls were not enrolled in any educational insti- 
tution. 


The Major Problem of the High School 
It is a serious direat to democracy (hat one out of five 
fourteen- to seventeen-year-old youngsters is not in school. 
If we are to retain our political liberty, if we are to maintain 
our integrity and independence as a leading world power, we 
must have an intelligent and discerning population. We must 
Joiow how to find the anssrers to our problems more intelJi- 
gently than by merely listening to a persuasive voice over the 
95 
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radio. Nor \%t 11 it do for the citizens of a democracy to follow 
demagogues who promise everything to everyone. It is not an 
accident that dictators rise to power in those areas where 
schools are fewest. 

Why students drop out of school. There are, of course, many 
reasons why so many fourteen- to seventeen-year-old boys and 
girls are not in school. A few brilliant students have graduated 
from the secondary schools and have gone on to college. Fewer 
s till, so stupid they could not profit from school attendance, 
have been placed in protective custody in homes for the feeble- 
minded. Another small segment have become delinquents, if 
not do^vnright incorrigibles, as a result of unspeakable home 
conditions and have been incarcerated in training schools or 
their equivalent. An even smaller number, consisting almost 
entirely of girls, have forsaken the schoolroom for marriage. 

The education of children’s parents and their desire for the 
children to continue In high school are important factors m 
school attendance. The son of a high school teacher, even in the 
poorest paying states, is likely to graduate from scliool 
and perhaps continue into college, even though the family mwi 
sacrifice insurance and savings and deny itself many comforts 
ordinarily considered essentials. Although there are too few 
research data to indicate jxist how important family educational 
status is in causing boys and girls to persist in high school, what 
evidence there is, and common observation as well, indicates 
that family educational level ordinarily has a powerful influence 
upon the amount of formal schooling completed. This does 
not gainsay the thesis, however, that the basic reason why young 
people are not in school is that they cannot afford to attend- 
A pioneer study of hfg/i school attendance. About 30 years 
ago George S. Coimts made the pioneer study to determine 
whether children from all economic groups continued in school 
with equal frequency. He made studies involving 17,265 stu- 
dents in four dties: Seattle. Washington; Bridgeport, Connec- 
ticut; SL Louis, Missouri; and ML Vernon, New York.^ Fy 


* The Sefectice Character of American Secondarj/ 

tion (Chicago: University of Queago Press, 1922), p. 162. 
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grouping students in the factor of the fathers occupation, and 
analyzing the data on several bases, he concluded the most 
important factor in holding power was the socio-economic 
status as indicated by the father’s occupation. 

One of the most startling facts disclosed was that a child 
whose father was in the professional group had more than 60 
times as much chance of graduating from high school than the 
rfiild whose father \vas an unskilled laborer. Counts concluded 
that in the high schools in the four cities he studied (a) such 
‘ occupational groups as the professional, proprietary’, and man- 
agerial U'cre represented in decidedly greater proportions than 
groups like personal sers'ice, public service, and unskilled labor, 
and (b) the American secondary school was a highly selective 
institution and the students svere a highly select group. 

Findings from the naltOT}(tl survey. A decade later the study 
was repeated, using tiic same questionnaires in the same cities, 
as part of the National Survey of Secondary’ Education.® The 
data were treated in this same way tliat Counts had done for 
Seattle and Bridgeport. For every occupational group in Seattle 
there was greater proportionate representation in 1930 than in 
1920, indicating greater popularity of the high school on the 
part of all occupational gtou£>s. However, the increases were 
greater for Ujc higlier tlian for the lower economic groups. 
The average increase per 1.000 was 193 for the professional, 
managerial, and proprietary groups; 118 for the clerical and 
commercial groups; 112 for those in trade, 153 for those in 
public service and transportation; and 86 for common labor 
and personal sen’ice. 

If the five "white collar^ groups (professional, managerial, 
commercial, clerical, and proprietary) are compared with the 
“overall group,” it is noted that both groups had gained numer- 
ically. However, in Seattle the wliile collar group had gained 
proportionately more than the “overall group.” 

The data from Bridgeport indicated tliat high school attend- 

= Nalional Survey of Secondary Eiiaeation, Tlie Secondary School of Popula- 
tion, Monompb No. A, Bulletin 1932. No. 17 (Wsshington, D.C : Dept, of 
Iniiiior, Office of Education, 1933). 
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SDce was more popular for all groups except the professional 
than had been true a decade earlier. And as was true in Seattle, 
the professional, proprietary, and managerial groups had gained 
more proportionately than the other groups. 

The Regents inquirj' into the cost and character of public 
education in New York State in 1957 arrived at conclusions 
consistent with those mentioned above. JCearly t^vo-thi^ds of 
those who entered high school at that time dropped out before 
graduation. The report makes clear that many of those who 
had most to gain from continued school attendance and most 
desperately needed the social and cultural values which the 
school provides dropped out earliest and in appalling numbers. 
The following quotation is revealing: 

Pronounced eeononue and soda] selection operates among high 
school pupils in New York Stale as it does in most other states. 
More t1-i9T> half the bo)'s and girls who drop out of school without 
graduating, as contrasted %vith fewer than a fifth of the graduates, 
are report^ to belong to poor or indigent families. Bo)? and girls 
whose fathers are engaged in unsldll^ labor graduate xnudi less 
often than do those who come from professional families. More 
frequently than the graduates, the nongraduates have been brought 
up in homes in which some other language than English is spoken. 
Handicaps arising from all these sources — povert>’, parental occu- 
pations which prodde small opportunity for parents to assist in 
their children's education, home backgrounds colored by foreign 
outlooks— are clearly reflected in reports from the schools on unusual 
features in their pupils’ home ensironments. When unusual features 
are mentioned, those noted for paduates are predominantly adsan- 
tages. Those mentioned with reference to nongraduates tend to be 
disadsnutages, the limited cultural opportunities proNided by the 
• homes being especially emphasized.’ 

Monjland youth study. The American Youth Commission of 
the American Council on Education made a study of youth 
problems in Maryland in 1938.’ 

In the opinion of the investigators, the Mai^'land study 


* Francs T. Spaniding, High Sduxi end Lift, Beport of the Regents’ Inquiiy 
(Sew York: McCraw-llin B«* Co, 193S). p. 76. (Used by pennission.) 

*Ucm-iid M. Beil. Yooih TcD Their Story (Wellington. DC: American 
Coonol on Education. 1913), p. 273. 
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a substantially accurate sample for the United States as of that 
date. More than 34 per cent of tl»e sixteen-year age group and 
over 50 per cent of the sevonteen-year age group were not in 
school. More tlian 75 per cent of tlie eighteen-year-old boys 
and girls had concluded their formal education. Out of every 
100 young people in Maryland, 40 had not finijhed the eighth 
grade, 25 entered high school but did not graduate, 25 gradu- 
ated from liigh school, and 10 received some education beyond 
bigh school. \Vlien asked why they left school, 56 per cent said 
because of economic need or because lliey wanted to earn 
money; 24 per cent, because they felt they had completed their 
education upon graduation; and 8 per cent, for reasons such as 
marriage, poor health, and tire like. 

From families in the professional-technical group, 12 out of 
13 attended school be)’ond the eighth grade; from the farm- 
laborer group, only 1 out of 8. Bell concludes that the father’s 
occupation is the most dependable single index of the educa- 
tional level whicli a boy or girl is likely to achieve. 

Pamdij income and attendance at high school Two addi- 
tional research findings buttress the argument. Kaipinos ^ made 
a study of the school attendance in 1935-36 of 681,138 white 
city youth who were at that lime sixteen or seventeen years old. 
He found that 63 per cent from families xvith incomes of $1,000 
or less were attending school. In contrast, over 88 per cent 
from the families having incomes above $3,000 were attending 
school. 

The United Stales Census Bureau has supplied additional 
evidence through its analysis of the relationship between school 
attendance and the 1940 rental value of family dwellings.* For 
sevcnteen-year-old Negro boys, only 27 per cent had completed 
one year of lugh school when the rental value was $10 or less 
per month as contrasted with 87 per cent when the rental was 

» Bernard D. Karpinos, "School Attendanc« ils Affected by Pievaibng Socio- 
Economie Factors,” School 51:39-49 (Janiary, 1943). 

* U.S. Department of Commerce, Bureau of flie Census, Educational Attain- 
ment of Children bi/ Rental Value of Home (Washington, D.C.: Government 
Prinhng Office, 1945), 50 pp. Sec also Grace S. Wright, 'High School At- 
tendance and Family loeomo” School dfe, 29:7-10 (/une, 1947). 
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over $50 per month. Fewer than W per cent of seventeen-year* 
old white girls had completed one year of high school when 
the rental was $10 or less per month, whereas over 93 per cent 
had a similar acltievcmcnt when the montldy rental was $50 or 
more. 

Thus we coye again to the original thesis. More than one- 
fifth of America’s teen age boys and girls are not in high school 
and one of the most significant reasons for their nonaltendance, 
although not the only one, is that the)' cannot afford it. 

Cost of Attexdinc Hicit SaiooL 
Since so many young people from the low income families 
drop out of school, several serious students of secondary educa- 
tion has'e made studies to determine the “cash costs" of attend- 
ing high school. A second variant is to study the "hidden tui- 
tion" costs in attending high school. Tliere arc several cost 
expenditures required if a boy or girl is to attend high school 
svith enjoj'meot and profit. Almost ne\’er is admission to ath- 
letic contests free. Students like to eat uilh their friends in the 
school cafeteria or dawdle with Ujeir peers over a coke at the 
comer dmgstore. For those wlio play in tlie band, there Is 
ordinarily the cost of an instrument. But these are merely the 
beginning. Under Tiiddcn tuition" costs are such exixrnses as 
book purchases or rental fees, school insignia or class rings, 
gymnasium uniforms, and the cost of materials used in the 
school shop. 

Cos/i costs. A research study involving 19,459 high school 
students in 134 high schools in 29 states gives a partial answer 
to the question: What docs it cost to attend high school?* 
These schools were scattered from Vermont to California and 
from Minnesota to Alabama. They ranged in size from tlje 31 
enrolled at Panama, Illinois, to 3,690 in the Proviso Township 
High School in the same state. They were representative of 
the various tj'pes of hi^ sdiools and were drasvn from both 

JPaul B. Jacobson. The Cost rf Attending High School.” BuJletin Uf- 
<«ashington, DC.: NaUtmal AssodatioQ of Secondary School PnndBi*!*’ 
January. IWI), pp. 3-28. 
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urban and rural communities. The sample cost figures were 
tahen for a short period during the year, then multiplied by 
' tlje factor necessary to equate all costs to a 36-week year. Since 
the sample, excepting three or four instances, did not include 
either the beginning of tlie school year or graduation time, the 
costs can be accepted as conservative because, as every parent 
of an adolescent knows, the beginning of tlie school year and 
graduation time are hardest on the family pocketbook. 

A number of interesting facts were determined. For example, 
the average cost to each pupil for attending school in communi- 
’ ties of less than 1,000 was $58.50. This expenditure rose steadily 
with the size of the commiuiily to $103.50 in cities over 100,000 
in population. It also rose steadily from $63 in Grade IX to 
$109 in Grade XH — perhaps because adolescent tastes grow 
with age, perhaps because U»o$e who cannot “pay the freight” 
tend to drop out more readily. The amounts spent by individ* 
nals ranged from nothing to more than $900. The average cost 
for 19,459 boys and girls was $81.96. 

For what was the money spent? An analysis was made of 
464 cards, taking each fortieth pupil card in Uie entire lot. For 
these 464 cases there \v3s a gradual increase in expenses from 
$74.12 in Grade IX to $119.84 in Grade XII, with an average 
of $89.00 — sliglUly higher than the averages for the entire 
group. There svas some increase in expenditure from grade to 
grade for most of the items, particularly for the large ones: 
clothing, lunches, carfare or transportation, and miscellaneous. 
The items reported in order of magnitude were: clothing, $41.46 
(46 per cent); lunches, $16.18 (18 per cent); miscellaneous, 
$9.98; transportation or carfare, $7.72; school supplies, $4.30; 
admissions, $2.07; uniforms and equipment, $2.03; school dues, 
$1.56; school laboratory fees or fines, $1.54; tag days, $1.17; 
school trips or excursions, $0.68; and school publications, $0.69. 

The largest single item of expense was clothing, which in- 
creased from $33.56 in Grade IX to $52.46 in Grade XII, and 
was greater for all girls at all grade levels than for boys. For 
the whole group it accounted for nearly half the expenditures — 
over $40 per pupil. For a boy, this amount of money might 
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purchase one pair of shoes, a hat, two pairs of trousers and a 
sweater, four pairs of socks, two suits of underwear, a few 
handkerchiefs, and bvo neckties. It might provide a mackinaw 
or leather jacket everv’ other year. For the girls, the average 
expenditure for clothes was $15 more than for boys, but those 
who have teen-age sisters know how little $56 would buy today. 
“But,” one may say, “clothing must be worn whether or not the 
youngster attends scliool.” True, but not the same kind of 
clothes. The dungarees which high school girls wear on a 
Halloween partv' are not appropriate in a public high school 

The miscellaneous item was $9.9S per year or 30 cents per 
week, for cokes, malted milks, candy, cigarettes, and show 
tickets. Perhaps this Bgure isn’t completely accurate, it is what 
students reported on specially prepared forms which give ev’Ci)' 
evidence of careful recording. Thirty cents per week "free 
money" doesn’t smack of riotous living! 

Assuming that these figures are appro.ximately accurate, the 
annual cost of attending the “free American high schooF is 
about $90 per year, or even S120 for a senior. Of course, most 
families represented by the readers of this chapter can afford 
expenditures of this magnitude, but what of the sharecropper 
or the fisherman or the unskilled worker on the section gang? 
For families wlh annual incomes of $2,000 or less (when the 
study was made, two of eveij’ three families were in that group) 
the expenditure of $90 per year to keep a child in high school is 
one which can be made only after serious consideration, par- 
ticularly if there are two or more children. Furthermore, it 
must be remembered that these school cost figures were col- 
lected in 194.3 and would probably be nearer $150 per year in 
the 1950 s. The evidence we have on family incomes indicates 
that in 1948 about three-fifths of the persons in the United 
States lived in families which had incomes of $3,000 or more. 
This is the highest standard any nation has ever achieved. But 
at the lower end of the income structure were four milhon 
famih’es, one-ninth of the total number, in which the annual 
income vvas less than $1,000. Approximately one-fourth of the 
families had incomes of less than $2,000 and nearly half had 
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less than S3, 000.® It is generally assumed that about 80 per 
cent of the children arc found in the income group below 
$3,000. For many of tliese families the “cash costs” of attending 
high .school, and the hidden tuition costs described below, mahe 
it very difficult indeed for many boys and girls to continue in 
school. Perhaps it is only fair to say again that the "cash cost” 
is not the only factor invoK'ed in continued school attejidance. 

Hidden tuition costs. A series of basic studies at the Univer- 
sity of Illinois shed further light on the question of costs. Infor- 
mation WMS secured from 79 schools to determine what svas tlie 
“liidden cost” of taking each subject offered in the school. In 
a few schools, of course, there svas no cost since the board of 
education fumisbed all books and supplies. In others students 
were required to rent books from the school, or spend even 
more mono)’ by purdiasing them outright. 


TABLE 1 

HJdcIfn TiHtion Costs in 79 His?) SchoeJs • 


G>*44 9 

tru 


English .. 

Mallscmatics . .20 

Sd«noe .10 

Social Studies .15 

Commercial 

Siibjccts . . .50 

Foreign L.'inguages .00 
Mtuic . . 

Bo>-s Practical Arts 1.7S 
Girls Practical Arts 6.10 
Vocational Sublects 1.^ 
Bo>t Physical E due. 

Girls Physical Educ. 


1.15 

1.25 


GtUtlS 

Ttf MtJtn N» 

RelMt ftnhut Ttxl 

J 65 $1.25 $5 75 

.05 .as S.50 

50 255 3.75 

.60 1.00 3.15 


450 *1.TQ 
7.10 7.50 
3.45 


3.7S 
7 80 
15.00 


3.75 $250 
3.20 8 50 

4 75 


Tlie study indicates the minimum, ma.ximum. and median 
costs at each grade level. Table I indicates tlie medium cost in 
grade IX and in grade XII under three conditions: free books. 


* Robert l~ Ileilbroner. ~\VJio are tliC American Poor?" Uarpe/t Jlfjgatlne, 
199 (June, 1950). p. 28. 

» Adapted from 11 C. Hand, Principal nodmg* of the lQ47~iS Banc Sfudia 
of ihe lUinoit Secondary School Curriculum Pngram. Curricular Series A. No. 
51. Illinois Secondao' School Curriculun* Program. Bulletin No. 2. Springfield, 
lllmois, 1949,pp. 28-63. 
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rental of books from the school district, and purchase of boob 
by the student, either at the school store or from commercial 
establishments in the community. In addition the cost for 
practical arts courses where no textbooks are used wre 
included. 

Quite obviously, furnishing books and supplies reduces the 
cost of attending school and would lend to make it more readily 
possible for boys and girls from low income groups to stay in 
school. Even where textbooks are free, there are likely to be 
minor expenses for a supplementary workbook, pencils, special 
p-ipcr, and the like, ^^^en the student must purchase the 
books, very substantial sums are involved. If we choose tlie 
more expensive schools where books are purchased by the 
individual student, it is quite jKKsible to find total costs of 
more than $30.00 plus the other costs which are listed in 
Tabic II. 

Tljere are, of course, many other costs incidental to high 
TABLE II 

Median Costs of Certain Activities In Junior and Senior High Schools *® 


Junior High Senior High 


Class Rings .. .. 

$2.25 

$13.00 

Baseball 

.00 

12.25 

BasVctball 

.75 

2.80 

Football 

.70 

2.10 

Coif 


50.00 

Swimming 



1.50 

Tennb 

__ 

15.00 

Track . . 

.75 

2.70 

Wrestling m Boxing 


1.00 

Girls Ininmural 

.75 

2.05 

Dramatics 

.25 

.50 

Fonim 


.40 

Band .. .. 

2.00 

3.50 

Ciionis 


.35 

Orclieslra 

6.00 

2.25 

Annual 

1.40 

2.25 

New spaper or Magaiine 

.50 

1.00 


Findingt of ihe 1047-43 Basie Slad.f* 
m C»rtiet.rBm rrogrem, CurriaiLr Series A- 

Bollrt, No. J. srrioit"'^ 
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school attendance. For example, the median cost of home 
athletic contests «*as $5.05; it is not CAceptional to find tlie 
cost as high as $20.00 per individual. Tlie median cost of 
graduation was found to be $14115 for pictures, announce- 
ments, caps and gowns, and other generally obsened items. 
Individual exiicnditures may well be over $100.00 s\'here lavish 
dress is allowed. Tlie cost of belonging to clubs varied from 
nothing to $71.00 to belong to the pep club in a school where 
the cheer leaders were required to purchase expensive uni- 
forms. Class dues were general, hut were usually not more 
than $1.00. Certainly a lioy whose father has a meager income 
cannot participate in golf, a game fn which the individual must 
generally furnish his own cUil>s and playing equipment at a 
median expense of $50.00. 

The expense increases as the students progress from the 
junior high school to the senior high school. Not every student 
^vill have every expenditure, nor should he. But the total cost 
is formidable for boys and girk from Ionv income groups. It is 
undoubtedly one of the main reasons why cliildren from low 
Jjicome groups drop out of school first. 

Possible solutions. Several possible solutions to the problein 
merit consideration. Higher incomes would enable many fam- 
ilies to keep tlieir children in school. But higher family incomes 
are goals for the future and can be achieved only when they 
have been earned or produced. Tliis will not care for the years 
immediately ahead. 

It is possible, as a second alternative, that schools could 
provide more free services. The furnishing of supplies and 
textbooks grows more common each year. Transportation also 
is being supplied more and more extensively, though it still is 
by no means universal. Prolwbly school lunches could be fur- 
nished. As a matter of fact, tlie subsidies available from the 
United States Department of Agriculture constitute a step in 
that direction. School actisities could be provided without an 
dtsrge. But any or aB of these sen'Sees would in- 
crease school budgets, and many communities already have 
levied the statutory limit without providing tliem. 
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SclioLnrsliip aid for the most able students, say two per cent 
of the population, would enable some potential leaders to stay 
in scliool, but not all needy children are potential leaders. 
Furthermore, nearly onedialf the “cost" of attending school is 
for clotliing and e\’en if scholarship aid were available, it goes 
against the grain for healthy young people to accept clothing 
from sources outside the family. Many boys and girls would 
rather go without the things they want and need than accept 
charity. 

Few people object, liowever. to young people earning the 
money necessary to stay in school. Here, in normal times, seems 
to be the solution to the problem. It is a communit>‘ responsi- 
bility to see that jobs are available so that needy and worthy 
young people can earn the money to continue their education. 
Lihesvise it is the school's job to coordinate with his academic 
program the work which enables the young person to stay In 
school. 

During the war, miUions of boys and girls were eagerly 
sought in the service occupations to replace their older brothers 
and sisters who had gone into war production or into tlie 
armed services, the war ended, many communities for- 

got that young people needed the learning e-rperience of work- 
ing, and that large numbers of them needed part-time jobs to 
enable them to stay in school. This means that school teachers 
and administrators ha^ e an educational task to sensitize tlieir 
communities to the needs of a work-experience program. 

During periods when jobs are scarce, the problem is different. 
Some years ago the N^’A eoabled many young people to earn 
part of the money necessary to stay in school. But sufficient 
funds never were available. The average sum earned by high 
schools students on NYA projects was about S4.50 per montli — 
helpful, but not enough to pay the cost of school attendance. 
Moreover, although the NYA was helpful, it should have been 
administered as part of the school system instead of apart from 
it. It is generally agreed that the funds for the in-school pro- 
gram should have been allotted to the U.S. Office of Education 
to be given in turn to the state departments of education for 
distribution. 
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Class STuucnmE and tiie Pubuc High School 

It has long been an American creed tliat the United States is 
wthout class structure or restriction on social mobility. It lias 
been a fond belief of many citizens that the school is a com- 
pletely democratic, classless society. Certainly the school is 
the most democratic institution in American life. Economic 
circumstances of families are overlooked in schools more gen- 
erally than anywhere else; boys from “across the tracks” become 
heroes and athletic captains. Often their prowess enables them 
to attend a university and to become “upward mobile” in so- 
ciety. It is part of the American dream that anyone can rise in 
our society, if he wishes to do so. This belief is not ^v•ithout 
foundation, for a railsplilter and a haberdashery salesman have 
become presidents of tlie United States. Scarcely any citizen 
can be found who does not know someone who has achieved 
financial or social success, in spile of humble beginnings, be- 
cause of intelligence, beauty, talent, or perse\-erance. The 
possibility of “success-upM-ard” mobility we shall give up only 
under the severest duress. 

Class structure in the community. As any community in- 
creases beyond a dozen members, choices must be made re- 
garding the association of individuals \vith each other. Com- 
mon ideals or beliefs, a similar backgroiuid, or a desire to live 
in the same >s'ay tend to dictate these choice.s. Social anthro- 
pologists who have studied tl>e behavior of citizens in their 
relationships witli one another indicate there is a class structure 
and that it tends to become slraliBcd. Studies have been made 
in New England, in tlie Middle West, and the deep South 
describing the social class structure in three different com- 
munities.” There is a growing literature in both professional 

n W. Uoyd Warner and Paul Lunt. The Soefof Life of a Modem Com- 
tniinlly. (New Haven, Connecticut: Yale University Press, Ifrll.) 

The committee on f{uman Devehq>ii>ent at the Umverrity of Chica^ has 
sponsored ft scries of books on this topic Among tlicin arc: A. D. ilollingshead, 
Elmsioii-n’t Youtii. (New Vorlc. Wiley. 1919.) W L. Warner, H. H Havlg. 
hurst, and M. D. Loeb, U'ho ShitO Be Ediicaied? (New York. H.vrper and 
Brothers, p. 180. 

Allison Davis, Burbngier Gardner, and Mary Gardner, Deep South — A Soctaf 
Anehrop^oglral Stadi/ of Caste md Chtt. (Chicago; Vnlymity of Chicago 
Press, 1911.) 
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and fictional books, dealing with this topic. Sinclair Lewis 
wrote about the social class in Zenith in Babbitt. In addition, 
popular magazines such as Life have devoted space to the 
class structure in American society indicating differences in 
eating habits, social interests, recreation, and the homes in 
which individuals live. 

A social class system is usually defined as two or more orders 
of people who are ranked by those who know them in socially 
inferior or superior positions. They tend to be grouped together 
as “Tlie 400," “The Country Club Set," “The Little People, 
“Shantj’tow’n," or hy some other descriptive term. Although 
there are exceptions, frequently noted in the press, members 
of a social class tend to many one another and associate in 
school groups, fraternities, churches, and clubs. 

IVlien members of a community are asked to rate each other, 
there is relative agreement, as the following quotation indi- 
cates: 

Thus, for instance, raters Jones and Smith may both agree that 
lawyer Brown is certainly among the cream of Elmville society, 
while carpenter Williams is a shiftless, “no account" pauper. Simi- 
larly, both might agree that banker Johnson is on a close plane with 
lawyer Brmvn, while plumber Stone is not far removed from car- 
penter Williams in social worth. Furthermore, both might agree 
that schoolteacher Evans, while not among the cream of Elmville 
society, is certainly a "better citizen" that either Williams or Slone. 
Given enough of such information and agreement, one has the basis 
for outlining the class structure of Elmville.** 

In the Yankee City study there were found to be six classes 
distributed as follows: 

TABLE UI 

Class SlTucture in Yankee City 

1. Upper Upper 1.5 

Lower Upper 1.5 

2. Upper Middle 10.0 

Lower Middle 28.0 

3. Upper Lower 33.0 

Lower Lower 25.0 

(The total is Iws than 100 per cent because fractional percentages 

have been disregarded except in the upper class.) 

Lawrence A Cremin. "Some Are More Equal Than Others." Proewsic* 

Education. 27 (February. 1950):g8. 
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The other studies have found variations in their percentages; 
sometimes (as in Prairie City) there were only five classes with 
the tv.x> upper classes merged into one. Class structure is most 
clearly discernible in the East and in the South. There are 
identifiable class structures in the Midwest. The least stratified 
society is in the rapidly grorving West, but liere, too, there is 
evidence of social class structure. 

Chcracteristics of upper-class society. Upper-class society is 
usually characterized by the possession of money. However, 
some persons who do not have money but who do come from 
an “old family,” particularly in the South, are still considered 
upper upper class. Those in the lower upper class alw'ays have 
money; frequently they are "new shoe people" who, in a genera- 
tion or two, if they persist and translate their money into sym- 
bols of living, %vil] ultimately enter the upper upper class. 
Jfoney must be used for certain rituals of liNdog such as phil- 
anthropic activities, service in Uie home, and a considerable 
interest in the genealogy of the family and its friends. Ordin- 
arily upper-class citizens are likely to be very conservative 
politically. They live in the best part of town. There are likely 
to be many unmarried women above tlie ordinary marriage age 
because the men have left Iiome and acquired wives elsewhere. 
There are few “suitable” men for tliose who remain. They are 
likely to use their own libraries rather than frequent the public 
library. Very often the children, parficularfy in the East, 
attend private schools. 

Middle-class society. The upper middle-class citizens are 
likely to be the "salt of the earth," civic-minded persons in 
positions of leadership: professional men, successful business- 
men, managers of large enterprises. They are the driving force 
behind community chests and service clubs, they support the 
public schools and Uie public libraries, and they tend to follow 
the political philosophies of the upper class. In the lower 
middle class are the clerks, artisans, and small retailers. Tliey 
live in respectable, “second best" areas. Often the upper middle 
have more formal education than any of the other groups. 
However, they tend to be associated \vith the upper class and 
to emphasize the gap between themselves and the classes 
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below. Often upper middle-dass citizens have very substantial 
incomes but are not interested in social position. 

The table manners of the losver middle differ markedly from 
those of the upper-class citizens and are more nearly like those 
of the upper lower class, the respectable poor. Most of the 
lower middle class are native citizens, although the more suc- 
cessful of the immigrant groups are included. The school has 
dealt very successfully with students who came from homes 
where learning is important; many of them are destined for 
college.. Sexual irregularity is more severely chastized in the 
middle group than in either upper or lower. Social drinking is 
not practiced extensively in lower middle-class families. The 
lower middle is the upper limit of the "common man.” They 
are aware of many ties wih the group below them, but they 
attain some superiority through clubs, automobile ownership, 
and clothing. 

Lotccr<lass groups. Almost one-third of the citizens are in 
the upper lower class— the respectable poor. Many are semi- 
skilled laborers «’ho \vant for their children better opportunities 
than they have enjoyed. They are likely to be situated econom- 
ically so that food Is the chief item of expense. They disapprove 
of the lax standards of the lower lower class and are likely to 
be very intolerant of the careless ^vays of the lower group. 
Often women in this group ^vork to supplement the family 
income. Ordinarily they* work hard, pay their bills, and raise 
a family, but they do not “gel ahead." 

In Imver lower society — about one-fourth of the total — we 
have essentially an undemocratic group. They are recognized 
as below the “common man." They may be called “oakies," 
"hillbillies," “poor ^.whites,” “river rats,” “riverbrookers,” or by 
some other term implying low sodal status. Children are 
taught to fight to protect themselves — and to strike first. 
Though theft is not condoned verbally, in the slum areas it is 
o\-erlooked or punished very lightly. Children stay up later, 
si>end more time on the streets^ and attend, more mosics than 
middlcKilass children. Lower-class citizens take little heed of 
the future; if they have abimdance it is eaten or spent promptly. 
Because they' had more monq.' during the war than ever before. 
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they squandered much of it on riotous living and expensi\'e 
clotlies. Mixed drinking is common, often resulting in fights — 
vvitli fists or knives — and arrests. Profanity is commonplace 
and sexual irregularity is condoned. There may even be pitched 
family battles. All of them are ikxjt; nrost of them liave no 
particular desire to get ahead. 

Many teachers, especially respectable middle-class women, 
do not understand and frequently alienate lower lower-class 
students who fight, use profanity, or speak casually about 
sexual matters. It is not necessary to approve, but it is impera- 
tive to understand the one-fourth of the school population who 
must be .socialized If we are to have social cohesion in the 
United States. It is desirable that this group must be brought 
to accept middle-class values. The fate of the nation indus- 
trially and politically and its security in case of war rest pri- 
marily on the school being able to help large numbers of slum 
and farm-tenant groups learn how to accept the skills and 
values of our society. 

Low educational acliievement at home teaches lower lower- 
class students to scorn achievement. In many cases, high marks 
are a matter of shame; consequently retardation Is prevalent. 
Elimination results often before the legal age, as many of these 
people are migrants and cannot easily be followed up. And 
teacliers who do not understand boys and girls from tlris strata 
of society also drive them out of school by increasing their 
unhappiness. This completes the vicious circle: low acliieve- 
ment and low income at Iiome, poor success educationally and 
socially at school; unhappiness increased by teachers with lack 
of understanding; early school elimination, a poor job, and the 
same cycle in the next generation. 

An understanding of the class structure helps to explain why 
some children value education while others do not, why some 
boys and girls get along well with teacliers while others are 
always in trouble, why some children are not accepted in this 
group, why the school means different things to children from 
different groups, and why !h^ behave differently toward the 
scliool environment. 

to rise in the class structure. The place of a person in 
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society depends on tlie group with which he has intimate 
social relationships, the group which is readily admitted to his 
home. 

One can rise only by learning the manners and social skills of 
a higher group and by being accepted in that group. In the 
process, natural ability, talent, and personal attractiveness are 
helpful. Education, too, is an important factor. If the school 
understands these young people, it can be used as an escalator 
by teaching habits without moralizing. A few teachers who 
have risen from lower-class status would be helpful in reorient- 
ing these diildren. 

The school can assist in socializing lower-class students 
tlunugh an expansion of its extracurricular program so that all 
students can find somethingof interest to them without a high 
price tag. Everyone must have an activity in which he can be 
successful, and in which -he can learn common skills with chil- 
dren from all groups. We have not yet exploited the possi- 
bilities of the school as an instnuneot of social mobility. Such 
a development is one of the challenges to young people entering 
teaching. 

The caste system and the school. For the Negro particularly, 
and to a lesser degree for other non-whiles, there is a caste 
system in which intermarriage outside the caste is not readily 
acceptable and in some instances is forbidden by law. There 
is within Negro society’ a class structure as well. The very 
least we can do educationally is to provide facilities and pro- 
grams for non-whiles that are as good as those for whites. This 
problem, too, will need to be solved in large part by the young 
people who are now entering teaching. 

Character education in the schools. Character education has 
long been recognized as an obfective of the schools. At times 
direct instruction has been given. At other limes it was assumed 
young people would absorb it through the experiences in tlie 
classroom and on the playing field. In the earliest schools char- 
acter cdtication was thought to consist of religious teaching 
and moralizing. In some parodiial schools such a concept still 
exists. One of the greatest difficulties with teaching character 
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is measuring it. A recent study entitled Adolescent Character 
and Personality deals with a careful study of character in 
"Prairie City,” a community studied by the Committee on 
Human Development at the University of Chicago. In the 
study, character consists of five traits: honesty, loyalty, respon- 
sibility, moral courage, and friendliness. The individuals repu- 
tation among adults and age-mates was defined as character. 

It was foiuid that in general lire young people had accepted 
the character traits for which the schools stand. It showed that 
those in the upper social classes tended to be rated above 
average on all five traits; those in the lower classes, who did 
not have middle-class values at home and who least liked 
scliool, tended to be rated below average. There was also a 
close relationship betw'een success in school and character 
rating. The study concluded, too, that ". . . church member- 
ship in itself is not an independently powerful influence in the 
development of character but church membership is often 
associated with otlier factors or constellations of factors that 
tend to produce good or bad character reputations.” ** 

Moral beliefs are strongly underlined by the family, com- 
munity customs, and Uie influence of contemporaries. The 
moral values of lower-class boys and girls are- not as high, or 
at least are not reputed to be so high, as tliose of the upper 
classes in the community. We have here another indication of 
the need to understand those in tlie socially lo\ver-class quarter 
of the school population and to make the school environment 
one in which tliey can find happiness and success. This will 
involve recreational facilities, community action, opportunity 
for success, and curricular changes. All too frequently we have 
failed to talk about — to intellectualize — moral values. Quite 
probably fiction and biography can be used to build values as 
well as loyalty to the football team. While we can say, from the 
evidence we have, tliat the high school does develop character 
in boys and girls, die extension and refinement of this important 
task oSers opportunity lor the ivtare. 

J. H.ivigliunt and Hilda Tslia, Addetcenl Charactet and Fersonahiy. 
(New York: Wiley, 1949.) 
n Ibid., p. 68. 



114 MAKING THE HIGH SCHOOL FREE 
Study and Discusstov 

1. Discuss the factors that cause teen-age boys and girk to drop 
. out of school. 

2. Attach or defend the {toint of view that the “liidden tuition 
costs" are the major reason why children from the lower 
economic groups drop out of school. 

3. Explain how a student-work plan may assist able and willing 
young people to continue in schooL 

4. ^Vhat explanation can you make for die dropping out of school 
of over a million teen-age boys anti girls from 1942-1945? 

5. Be prepared to discuss dass structure as it has been found to 
e.xist in various parts of the United States. 

6. What are the implications of class structure for beginning high 
school teachers? 

7. How would you distinguish between “old family " the “common 
man," “river rats," and "new rich"? 

8. Review for the iUss one of the studies referred to in the foot- 
notes or the bibliography of this chapter. 

9. Make a study of the typical sdiool costs of a high school student 
in this vicinity. 
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Additional Problems Confronting 
Secondary' Education 


Paul B. Jacobson 


In Chapter 4 we indicated that a large percentage of the boys 
and girls who are bom in rural America will live and \vorlc In 
cities. Some rural communities sorely need state and federal 
aid to support more adequate programs. But money alone is 
not enough. The rural high school program must be thoroughly 
reorganized and revitalized to provide for (1) those who will 
move to urban areas and (2) for those who will remain in llie 
rural farm and rural nonfarm areas. A revitalized program m 
some communities has strengthened the economic stmeture and 
improved the quality of rural living.* 

Equally important is the furnishing of marketable skills and a 
knowledge of economic opportunities in urban areas. Those 
who migrate need to know how to find a job and how to adjust 
to urban living; ideally they should receive vocational guidance 
including field trips to urban areas. In addition, all need per- 
sonal skills for leisure time, loiowlwlge about civic responsi- 

V For illustiatioDs see Haiold Spears. The High SeJiooI For Today 
York: American Book Company, 1950), pp. 125>136. It describes a num^ w 
programs where rural high schoob base improved the level of living in 
commumty. Additional references can be found in Schooh and Manpower 
Today and Tomorrow, American Association of School Administrators, Twenty- 
first YearbocJc (Washington, D.C.:n>e Association, 1943}, pp. 44-48 and 49-51. 

116 
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bilities. and practice in democratic relationships in the school, 
both in the classroom and in the activities program. 

The FAittUTLLE Saiooi, 

The program described by the Educational Policies Com- 
mission in Education for All American Youth is such a program. 
In the Farmville Communi^', which represents rural America, 
tlie Commission ' suggests a consolidated school tliat will be 
large enough (SOO in grades 7-14 or about 120 in each grade 
7-12) to offer a varied program, yet keep the cost within rea- 
sonable bounds with classes of approximately 25 students. 

Fannville is a mythical community which has been endowed 
by its creators uith what is thought to be an ideal program. 
There is nothing in Farroville or American City whicli does not 
now exist in some public high school. There is no one school 
which combines all of the features ascribed to these two niyth* 
ical communities. A few small communities have made signifi- 
cant contributions to building a program which wiU care for the 
40 per cent of young people who are destined to hVe in urban 
areas. Providing such programs in other rural communities 
offers a challenge and an opportunity to hundreds of young 
people who enter secondary school teaching. In a very large 
number of communities, school consolidation is imperative to 
provide a student body and a ta.x base large enough to support 
a varied program. 

To meet the common needs of all is a program of Common 
Learnings required of all (see Chapter 8 on curriculum for 
illustrations). In addition to meeting the common needs, pro- 
visions arc made to care for the individual interests and desires 
of those who svill go into farming, those who will move away, 
and those who wll attend cither a four-year college or a Com- 
munity Institute elsewhere to prei»are for a semi-professional 
oca«p.ilion. 

One of tlie unusual features of the Farm\'ine School is the 
recognition that over 40 per cent of its yviiug people uill live 
elsewhere and earn a living at occupations different from those 
in tlie commimity. The World at Work, a vital course in occu- 
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pations, is required of all pupils at the tenth-grade level. In 
addition to a careful study of occupations, which characterizes 
many high schools, there are four “field trips” a year to Ameri- 
can City to see occupations that might be of interest to the 
individual students. In addition, there are discussions, confer- 
ences with practitioners in the occupation, and careful guidance 
by the counsellors who teach the course in occupations. 

Vocational education for those who plan to remain falls 
largely into four fields: agriculture, homemaldng, business, and 
mechanics. Coordinated with instruction is a series of carefull)' 
planned work experiences in the school shop, in the school 
lunchroom, on the school farm, and in the community’. 

For those who will move to cities to earn their living there 
are the field trips to American city. There is also the work 
experience program in the school and in the community, and 
Che basic vxicaCional courses In the scliool. After completing 
Grade XII, they are guided into work or into one of the series 
of Community Institutes in the stale. In a very large number of 
the high schools of the United States the program envisaged in 
Education For All American Youth has not yet been realized. 
This situation is one of Ibe challenges confronting the young 
people now entering teaching. 

ExTOiDiyC AND ExpAXDI^■C THE PBOCKAM 

Although the cost of attending school is the principal reason 
why over 20 per cent of the teen-age boys and girls are not 
enrolled, school administrators must be actively concerned 
with a number of important collateral reasons for nonattend- 
ance. Inaccessible or xmsatisfactory- secondar>’ schools, lack of 
vocational courses, a traditional curriculum, teachers who do 
not understand young people, and lack of guidance facilities 
contribute heavily to the unfortunate exodus from hi^ school 
classrooms. 

Regional or area schools. In sparsely settled regions, students 
of high school age frequently must live away from home if they 
are to attend school; parents quite naturally are reluctant to 
have them do so, particularly w’hen adequate living quarters are 
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not available. Dormitories operated inexpensively, where 
produce from the farms may be accepted as pajment for sub- 
sistence and where all share the work of housekeeping, wll 
tend to reduce this inequality. Furthermore, area .schools in 
sparsely settled regions make possible scliools of sufficient size 
to offer well-rounded curriculums at reasonable cost. There 
are more than 25,000 high schools in the United States, of 
which only 15 per cent enroll 500 students or more. If one 
selects 800 (plus 150 in Grades VII and VIII) as the minimum 
size of an economical unit in which a well-rounded program at 
reasonable cost can be offered, 25 per cent of the present high 
schools qualify. 

Small schools make heroic efforts to provide minimum pro- 
grams by alternating the curriculum offerings on a two-year 
cycle, by having teachers provide instruction in six or seven 
areas (in some of which they are necessarily unsatisfactorily 
trained), and by the use of correspondence courses. But by 
and large the programs of small schools ore narrow, academic, 
and devoid of opportunities to explore industrial arts, commer- 
cial work, or home economics. Indeed, even agriculture is often 
missing from tlie program of rural high schools in order to 
provide a college preparatory program. This situation fails 
miserably to meet the needs of the two-thirds of tlie boys and 
girls who will eitlier drop out before graduation time or be 
unable to go to college. 

Obviously not all small schools can be abolished; but we can 
see tliat no more are begun. ^Ve have the obligation to work 
toward the community school advocated and described hy the 
Educational Policies Commission. 

Although the small high school is the major problem relating 
to the size of schools, it is possible for a high scliool to be too 
large. The evidence indicates that high schools of 2,000 enroll- 
ment or more can be economically administered, that guidance 
of individuals can be properly cared for, and that curriculum 
offerings can be more varied and specializes! without becoming 
unduly expensive. However, many students are not provided 
vn'th extracmrictibr opportunities, particularly at the varsil>' 
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or interscholastic level, althou^ these opportunities llieoret- 
ically can be provided in a school of enormous enrollment. In 
the opinion of many persons, schools should rarely exceed 2,000 
in enrollment except in metropolitan areas where land values 
preclude any alternative. 

Vocational (reining Is needed. One-fourth of the young 
people who drop out of school do so because the curriculum is 
too academic. They wnint to learn to do something that will 
directly assist them in earning a ludng. Schools must never 
lose sight of the fact that almost everyone in the United States 
worlcs for his livelihood. This by no means implies that high 
schools should provide specific instruction for the thousands of 
occupations which today occupy the working hours of men and 
women. But we do live in a mechanized world where basic 
training in industrial processes should be taught to a large per- 
centage of high school students. Many of those who drop out 
because the courses do not meet their needs could be retained, 
and others who do not attend could be induced to do so, were 
there “practicar courses for them to pursue such as those 
proposed for Fann%ille and American City. 

It is by no means necessary to offer all kinds of vocational 
opportunities in every FarmvOle. Adequate information, includ- 
ing field trips, is basic. Foundation courses in vocations should 
be provided in agriculture, homemakiDg, business, and mech- 
anics, supplemented by work in the school cafeteria, the frozen 
food locker, or some other community business actiWty. Many 
schools now provide such opportunities. 

Curricuhim recision. The provision of industrial, home- 
making, or vocational courses will not alone make high school 
palatable to all of those who now drop out; only about one- 
fourth of those who discontinue say they do so because of the 
curriculum. As was pointed out in 1940 by a group of dis- 
tinguished educators, tiie “regular” program of the high school 
at the ninth-grade level — the traditional beginning point for 
nearly one-half of the youth in the United States — consists of 
algebra, ancient history, English grammar, and Latin.* These 

s Amencan CouncU on Edacaboi, What the High School Ought To Teach. 
Prepared for the American Youth Cmduus^od. fWashineton D C.: ’Hie Coun- 
ci3. 1940),38p. 
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subjects have inherent values for a few students destined for 
specific vocational fields, hot by no stretch of the imagination 
can they be called an adequate ialroduct/on to (he high school 
for all American youUi. The altemati%'e program, suggested by 
the educators just mentioned, included reading, study of per- 
sonal problems, worfc eapetience, and social studies. Tlie 
Educational Policies Commission suggests major attention be 
•given to occupational fitness, visiting industrial plants, tiyout 
coiuses, and differentiated specialuajd vocational or terminal 
courses, particularly in Grade XIII and XIV. 

Education for cisdc rompetence is recommended tlirough a 
course in “common learning" (see Cliapter 8) and through 
experiences in the community. In addition to vocational com- 
iwtence and citizenship, it is proposed tliat the high school 
program include opportunities to explore intellectual uiterests 
and to know and practice health habits. The secondary school 
must provide a core of common integratmg experiences, to- 
gether ^vith numerous opportunities for individual choice. 

A promising development in curriculum building is the co- 
operative ^'entu^e sponsored by tlie Horace Mann-Lincoln 
Institute for school experimeotalion. The Institute is wjirking 
actively ivith about a down school systems including: Battle 
Creek, Michigan; Bucks Count)', PennsyK’ania; Charlotte, 
North Carolina; Den\'er, Colorado; Glencoe, Illinois; Kansas 
City, Missouri; Montgomery Count)’, Maiydand; New York, 
New York; Radford, Virginia; Springfield, Missouri; and Tus- 
kegee Institute, Alabama. In addition to the efforts of tlie co- 
operating schoob, the Institute sends field workers to the 
various communities frequently during the year to consult 
vvitli and assist local faculty members in solving educational 
problems. 

Sciistiicing teachers io ihe dcvdopmental tasks of atloJes- 
cents. All too often teachers arc immindfiil of, and frequently 
unaware of, many of the adolescents’ most serious problems. 
Tlie temptation is great to become preoccupied with traditional 
subject matter, ^^oreo^'c^, in many cases the teachers’ profes- 
sional prci>aration did not sensitize them to the needs of grow- 
ing boys and girls. 
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As a matter of fact, although the development of young 
people in liigli scliool is social and emotional as well as intel- 
lectual, the young people are particularly preoccupied with 
tlieir social development. Chapter 3 summarizes the problems. 

Anyone who carefully ohserves adolescents knou’s that con- 
versation in the halls and locker rooms as well as in the family 
car on the way to school is concerned with “a spiffy new pair of 
shoes” or "a darling way to do yo»ir hair." The binomial 
theorem does not rise to the conversational level, nor does the 
value of the quadratic equation even enter consciousness, 
although inquiry may reveal that both are thoroughly under- 
stood. 

Teacliers need to be cognizant of the many other develop- 
mental problems of adolescents. Their attempts at intellectual 
guidance will be largely fruitless if they ignore the physical, 
emotional, and social adjustments tliat are \’ltal for teen-age 
boys and girls. Therefore, because all too often teachers are 
not aware of such problems, an in-servicc training program ii 
imperative. 

Adequate guidance service is needed. Although good teacliers 
luve always served unofficially as counselors for young people, 
it is readily apparent that special counselors are also necessary. 
Certainly not every small school can be expected to have a full- 
time personnel officer, nor can it be asserted that guidance is 
entirely absent from those schoob that have no specialized or 
designated guidance officer. However, if every young person 
is to be provided with a counselor who has time for individual 
interviews and who can help him plan his educational program 
and choose his vocation xvisely, a major expansion of guidance 
services is inevitable. 

In the mythical communities, Farmville and American City, 
guidance is furnished not only to in-school but also to out-of- 
school youth as well. In some schools, guidance is provided in 
the “core” or “common learoings” course which occupies one- 
thiid to one-half of the school day. In others it is provided by 
specialists who confer with students and make information 
available to teachers, who themselves constitute a large part 
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of the guidance corps. Placement on the job, part- or full-time, 
occupational information, and counseling are so intimately 
related that tliey cannot be separated in practice. Probably one 
full-time counselor for 150 to 200 students is necessary if ade- 
quate guidance is to be provided as it has been here briefly 
outlined. It is generally assumed that the counselor can teach 
one class daily if the counseling load does not exceed 200, but 
if counselors are to teach half-time, more of them will need 
to be provided. 


The Junior College 

Extension of the program upicard. Our best estimates indi- 
cate that about 1,750,000 young people enter the labor market 
eacl; year. With tlie e.\ception of the war years, young people 
have had difficulty in securing jobs when tliey finished school 

Extending Uie school program postpones the entrance of 
young people into the labor market and makes it more orderly. 
It also enables many to secure training at the semi-professional 
level in accounting, aviation, clerical practices, home manage- 
ment, ’dental hygiene, medical secretaryship, nursing, photog- 
raphy, recreational leadership, and other areas. The junior 
college has flourished most ^gorously in California where ft 
has adequate state support. There, too, the semi-professional 
courses have been provided in greater variety than in most 
areas of the United States. 

Junior colleges are of hTO principal types: a separate two- 
year unit beyond the twelfth grade, and a four-year unit, 
Grades XI-XIV, closely articulated witli the secondary school. 
\\fliere physical facilities allow it, there can be little question 
tliat the four-year unit is tlie preferred tj-pe because it makes 
for fewer administratfs e units in the school sj’Stem and thereby 
provides for better curriculum articulation. It also facilitates 
tlie guidance program since there is one program rather tlian 
two. The four-year unit seems to be particularly qualified to 
provide terminal courses. For two decades the 6-4-4 plan has 
been gaining slowly in popularity. One of tlie widely knowai 
sclioois of this t)'pe is the four-year junior college at Pasadena, 
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California, inaugurated in 1028. However, the four-year unit 
does not meet the need of all ty’pes of communities. It is most 
effective in city s)-stems and is much less effective, frequently 
impossible, in niral areas where Uie enrollment In high school 
wll not support a local junior college. There it becomes neces- 
sary to have a separate area, district, or county unit so that 
sufficient enrollment can be recruited. 

The Junior High SatooL 

Eitension of program downward. About 40 years ago the 
first junior high schools were established to bridge the gap 
between clementarj’ and high schools and to provide a whole- 
some en\-ironmcnt in which adolescents could benefit by the 
guidance of a faculty that laicw and understood them and 
would “\valk with them until they were able to walk alone.” In 
the lnter\’ening years nearly all city school systems have 
adopted some form of reorganized secondary school, either 
separate junior high schools or combined six-year junior-senior 
high schoob. Over one-half of the students of junior high 
school age are enrolled in reorganized secondary schoob, but 
less than one-half of the schoob have been reorganized. Re- 
organization in itself does not guarantee the adaptation of 
secondary education to adolescent needs, but wherever it b 
carried out as the expression of such adaptation it represents 
another forward step in bringing education to every boy and 
gill. In the sense of physical completion, the job is scarcely 
half done, and needs to be completed in the decades that lie 
ahead. 

The junior high school is in a particularly advantageous posi- 
tion to meet the needs of adolescents through curriculum ad- 
justment because it can provide a curriculum more nearly 
geared to the developmental tasks of young people. As a result 
of the practice of nearly automatic promotion through the 
grades, junior high schoob receive many boys and girls who are 
weak in tlie fundamental skflb of reading and arithmetic. Some 
seffioob, therefore, provide special remedial classes in reading 
and other basic skilb where Riose who are handicapped may 
develoff>4be needed ability. 
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In some of the better junior high scliools reading is taught 
on three levels: for tlie seriously retarded, the somewhat re- 
tarded, and for normal readers; further differentiation is pro- 
vided ^vithin classes according to indisddiial needs. In addition, 
reading materials on sex’eral lev’els of abih'tj’ are provided in 
social studies and science classes so that all may find challenging 
material at their own respective levels of ability. Tliis may take 
the form of a muJtipJe-traclc curriculum or of differentiation 
within classrooms — both of which have their advantages. In 
similar fashion, the work in mathematics is organized so that 
slow learners may in three years leam the computational skills 
and the basic mathematical understandings necessai>' for suc- 
cessful living in contemporar)' society. More time in maturing 
is required by some youngsters than by others. The well- 
planned junior high school, with its sympathetic and under- 
standing faculty, is an ideal place for such delayed development. 

Many junior high schools have difficulty \rith overage slow ' 
learners who create disciplinary problems and tend to drop out 
of school as soon as the law- allo^vs. However, the scliools that 
have developed a curriculum in which all students can enjoy 
success find that their disciplinary problems have diminished 
almost to the vanishing point. 

Another of the basic objectives of the junior high sdiool, al- 
ready mentioned, is to bridge the gap between the elementary 
school and the senior high school. With the longer period of 
compulsory school attendance, this objective has sometimes 
partially dropped from view. But the better junior high schools 
are bridging the curriculum gap between the one-teacher, ele- 
mentary-school, required curriculum and tlie multiple-teacher, 
departmentalized curriculum of the senior high school. In some 
cities this takes the form of a core curriculum: a teacher w-orks 
w'fJi a single group of boys and girls for a full half-day session 
using problems from many areas as the bases for study. In other 
cities, Uie children spend one-half day vvith one teaclier who 
is responsible for English, mathematics, guidance, and social 
studies; during the other half-day they go to various special 
teachers for their physical education, shop work, fine arts, 
music, and home economics. 
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Administratively the junior hi^ school makes for flexibility 
in tlie school system in times of expanding or shrinking enroll- 
ment. A few years ago when the crest of the high school enroll- 
ment wave reached the secondary schools, junior high schools 
often served as shock absorbers. By keeping the tenth grade 
in the junior high school, some cities were able to use their 
school plants to maximum capacity and avoid unnecessary' build- 
ing. Another wave of enrollment is now entering the kinder- 
garten and primary grades and for the next 15 years will be 
surging tlirough the schools. Again the junior high schools, 
where tliey have been established, can provide a reserx'oir of 
needed flexibility. 


The Costs of Extension 

Prooidfng for the youth. The kind of school system envisaged 
here is not inexpensive; it may well cost two or three times what 
is DOW being spent on education. Many national commissions 
have studied the matter carefully; always they have indicated 
that more money is necessary. Frequently federal aid has been 
suggested as the only way in which some of the poorer states 
can hope to achieve anywhere near equality of opportunity. 
Recently, thoughtful students of education have discerned an- 
other obstacle to adequate financial aid in the rapidly expanding 
payments to those past 65 years of age. It is estimated tliat the 
number of persons 63 years of age or older xvill increase from 
11 million in 1950 to 18.5 mUIion in 19S0. At that time the 
percentage of the population over 65 will be almost double what 
it is now. The interests of education for young people and se- 
curity for the aged will come into conflict for the taxpayers 
dollar. 

Conserfofion of resotirces. During the past three centuries 
the people of the United States have used their natural resources 
lav-ishly. As a result there is a divindling supply of oil, most of 
the forests have been depleted, and thousands of tons of the 
best top soil have been lost through soil erosion- Other of our 
natural resources have been squandered recklessly. For the past 
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genprah'on there has been a growing conviction that our natural 
resources, both human and material, must be conserved so that 
a better life can be pro\'idcd for all our citizens. Gradually sec- 
ondary' schools are beginning to teach consers'ation. But here, 
loo, is a development that awaits the nest generation. 

Mah/iig educational op)XtrtunUics tiniecrsoiir/ available. 
Tliroughout Chapter 5 we have indicale<l that our citizens are 
mobile, that the educational load is unequal in various parts 
of tljo United States, and tl»at democrac)’ implies that everyone 
should have an opportunity to develop his talents to the limit 
of his ability irrespective of bis place of residence or the eco- 
nomic status of his family. Although there is widespread and 
growing conviction that opportunity must be available, the evi- 
dence presented earlier indicates that it is not. In order to 
equalize school opportunity within states, nearly all now pro- 
side some sort of foundation program. Much more remains 
to l)c done. 

Opportunity can be equalized, too. by making work-esperi- 
ence programs readily available so that those who need to earn 
the money for incidental expenses can readily do so. Costs of 
supplies, books, and other ^liddcn tuition costs” may bo ab- 
sorljcd by higher taxes or stale aid to education. 

But there arc just as grave differences in ability to support 
education between states as there is within states. Broadly 
speaking, tins load is heaviest where the resources arc most 
meager; it is from these areas that migration is heaviest. In 
general, the South would profit most from federal aid; the Inilk 
of tJic money ncccss.iry to finance the program would come 
from the cities and the industrial areas. Although there has 
been agitation for federal aid for more than two dccadc.s it lias 
never lx^c^ acliics'cd. Bills liasx? passed the Senate of the United 
States, but have not come to a vote in the House of Representa- 
tives. The hills, whicli passed in the Senate by very subslan- 
Ikal margins, provided that a small amount of money l>e dis- 
tributed to all states on the basis of schtxil-age population. 

A much larger amount woufd betfislrffnited on the basis of need 
in the state. Tlic formuU for dUlrilnilion considered both edu- 
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cational load and financial ability; most of the money would 

go to the South. 

The bill never came to a vote in the House because it could 
not be reported out of committee. The Senate bill provided 
tliat the money granted to the state could be distributed on the 
same basis as state money. Thus, in one state public money 
could have been paid to parochial schools; in several states 
“fringe benefits” such as textbooks and bus-rides could have 
been provided for parochial and private schools. The Roman 
Catholic Cliurch has consistently taken the position that text- 
books, lunch subsidy, and bus-rides are assistance to individuals 
and not to the pri\’ale institution. The House Committee on 
Education was unwilling to allow this interpretation; thus, over 
a political issue, federal aid has been denied where it is sorely 
needed. In commenting on the problem, the legislative com- 
mittee of Uie National Education Association said in part after 
the first session of the Eighty-first Congress: 

On May 5, the Senate passed by a \-ote of 58 to 15 a bill — S246 — 
called by able students in the field tbe best federal aid measure ever 
offered in the Congress. 

In the House Committee on Education and Labor, to which S246 
and other federal aid bills were referred, the issue was complicated 
by a controversey, sectarian in origin, as to whether federal funds 
should be used for serv ices to nonpublic-school diildren. 

Advocates of federal aid for nonpublic-school youth demand that 
federal funds be administered in most states by a federal agency in 
Washington working directly with local nonpublic schools. This 
procedure “runs around" state constitutions, state laws, and state 
educational authorities. It institutes a federally supported system 
of private education which, as an exception in permanent national 
policy, is to many people prophetic of the future decline of state 
school programs and the rise of a highly centralized s>'Stem of 
education administered and controlled in Washington. 

The issue of aid to children in private schools cannot, therefore, 
be divorced from its impact upon the established system of Amer- 
ican government in relation to education. This system is based upon 
stale control of school policies. AVithin its framework is ample 
opportunity through the democratic process to work out success- 
fully the controversial questions in education.* 


»*Federat Aid vi-ith Stale Conbol.'' /oumoi of the Kaiional Education Asio- 
ciaiion. Volume XXXVin. November. lW9,No. 8, p. 571. 
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The issue was exactly the same in the second session of the 
Eighty-first Congress. Thus, federal aid for public education 
remains one of the unfinished tasks for tliose now entering edu- 
cation as a career. Many thoughtful persons believe that direct 
operational aid to public education may well be postponed 
indefinitely and that aid for public school buildings is a much 
more realistic consideration. 

Tiic Nekds of Yoimi 

SafeUj ami health. During World War II nearly 40 per cent 
of the men called for military serx-ice were rejected. In manj' 
cases tlie mental and p!»ysical defects that caused this higli 
percentage of rejections could have been eliminated had they 
been discovered and treated in their early stages. 

It is not the fault of the secondar>- schools in the United States 
that these )’Oimg people were physically unfit for military ser- 
vice. Many of them, of course, arc perfectly able to serve in 
civilian life where the rigors and physical demands are not so 
severe. If the society in which we lix'e wishes to have physical 
fitness, tlie school is one area in which it can be developed. 
Since all the children are in school, it w’ould be possible to give 
each child a periodic thorough physical examination, Nurses 
could be hired to call remediable defects to tiie attention of 
the family physician. If the family was indigent, the child could 
be cared for in a free public clinic. 

In the Scandinax’ian countries. New Zealand, and Australia, 
the scliool has been used as a basis for furnishing dental and 
medical care for children up to Uie age of 18. To some of our 
citizens tliis smacks of state socialism, to others it seems a way 
in which every cliild can be assured of physical well-being when 
he readies adulthood. 

A number of young men were imfit for military service be- 
cause tliey had not had enough to eat The partially subsidized 
school lunch program is a step in this direction although it was 
not undertaken primarily for the welfare of the children. It was 
undertaken primarily to get rid of agricultural surpluses. In a 
number of the Scandinavian countries and in parts of the British 
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CommonweaUh free lunches arc /timlslicd Jo all children m 
school irrespective of family income. This, again, is a way to 
provide for the phj'sical well-being of some j oung people. But 
not all of tlie citizens are In favor of such a program. 

The school can also do mticli mote than lias lx?en done in 
teaching safetj*. Since most srfiooJ accidents happen on the 
playground or in die shops, instniclion in safety has l»cn given 
in these areas. B.asic rules of safety with regard to Ixrhas’ior in 
die home, the classroom, and during the trip to and from school 
t-an also be profitably included. By teaching children the need 
fur care with regard to die hazards of modem anlornohiJc traffic, 
the clemcntar)* scliools have performed a modem miracle h>‘ 
vutiullv eliminating serious accidents to children travelling to 
and tfoui schooL Since the largest number of traffic accidents 
invohe drivers under the age of twcnt)'-threc, the school can 
perform a \ahiable service Iw assuming the resTJonsihilitj' for 
educating >outh to the principles of careful, courteous driving. 

Impcralicc needs of youth. A group of eminent schobrs in 
secondai>‘ education have stated the ten imperative needs of 
youth as a follow-up to the publication of the Educational Poli- 
cies Commission in Ediicoffon for Ali Anicncon Vouth.^ Tliwe 
imperative needs may be considered the most recent authorita- 
tive statement of the problem confronting sccondarj* education. 
T^ey maj’ be extended to include all of the problems mentioned 
in this chapter, although their pliraseologv' does not explicitly 
name them. They are included here as another statement of 
the cliallenge to young people who enter secondary’ school 
teaching. 

( 1 ) AB youth need to develop salable skills and those under- 
standings and attitudes that make the worker an intelligent and 

*Tbe p«nons responnlile for lUj puUmdon, the *’lnipcTatJ>-e Nee<ts d 
Vouth of Secondary School Age,” BiJlchn 145, the N'atio^ Assocutioa ft 
Secondary School Priocfpals. SUrch IWT, p. 7-1^6 are: Will FrencK Profess* 
<j{ EducabOD. Teacher* CoOege; Peitie BacLus, Principal Alice Deal Hieh 
Sebod, Waibin^Jim, O C4 R. S. OlcieSt, AssisWeiV ot SdimiU. 

Pasadena. Calfiornia, J. Dao Hull. U.S Office of Educatioo; J. Panl Leonard. 
Pres., San Francisco Suie CoOeg^ &anl Rahn. Directcc of Schoefc 

Iflog Beach; 11. H. R>an. Assistant CommissiODeT of Education, Trenton. Ke« 
I®*ey: Paul Ellicker, Executne seaetaiy of NASSP. 
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productive participant in economic life. To tliis end, most youth 
need supervised work experience as well as education in the 
skills and knowledge of their occupation. 

(2) All youth need to dcv’clop and maintain good health and 
physical fitness. This cliapler describes in part what remains 
to be done to assure pliysieal fitness for all people in the United 
States. 

(3) All youtli need to imderstand the rights and duties of 
citizens of a democratic society and to be diligent and confident 
in the performance of their obligations as members of the com- 
munity and citizens of the stale, the nation, and tJje world. It is 
clear, of course, tliat many schools hav'e fulfilled tins obligation. 
That not all have provided intelligently for good citizenship 
merely indicates that wo shall need better opportunities in all 
schools. It is perfectly clear that we cannot do it by running 
Q dictatorial scliool where young people have no share in build- 
ing tlic program or in formulating the activities. 

(4) All youth need to understand the significaace ol the 
family for individuals in society and the conditions conducive 
to successful family life. The need for tins springs from the fact 
tljat one in four marriages ends in divorce. Many young people 
have good home training and others secure successful training 
for family life in the courses in home economics. But such 
courses are not widespread enough and many of them are con- 
cerned merely with details of sewing and cooking rather than 
witJj the vital issues of family life. 

(5) All youth need to kmow’ how to purchase and use goods 
and services intelligently, understanding both the v’alues re- 
ceived and the economic consequences of their act. Many young 
people arc taking such courses in home economics and in social 
science, 

(6) All youtli need to understand the method of science, the 
influence of science on human life, and the main scientific facts 
concerning the nature of the world and of men. Wliile many 
young people have profited greatly from science instruction in 
tlie high school, it will he necessary to develop courses in tfe 
consumer area rather than in the technical areas which hav’e 



132 ADDITIONAL PROBLEMS 

been the major offering of science in secondary education. 

(7) All youth need opportunities to develop an appreciation 
for music, literature, art, and nature. Again, we have no inten- 
tion of indicating that many young people have not developed 
worthwhile skills for leisure-time activity in art, literature, 
music, and drama. We indicate only that it has not become 
universal and many more people ought to des’clop these skills. 

(8) All youth need to be able to use their leisure time well 
and to budget it wisely. For a number of years the length of 
the work-week has been decreasing. Recreation is necessary 
in an industrial society in which work is repetitious and monoto- 
nous. For good mental health, ever>'onc should develop some 
recreational skills. These may be hobbies, club work, workshops 
in the family home, photography, or a hundred other activities. 
Again, many young people have made a good beginning, but 
by no means has recreational skill become universal. 

(9 ) All youth need to develop respect for other persons and 
to be able to live and work cooperatively with others. Young 
people are not instinctively opposed to persons of other faiths 
or races. Prejudice has developed largely by association with 
their elders in the community. The school has done as much 
and often more than any other institution to develop tolerance, 
particxJarly in communities where there are large numbers of 
foreign-bom persons and many racial groups. This work needs 
to be extended in the decades that lie ahead. 

(10) All youth need to grow in their ability to think ration- 
ally, to express their thoughts clearly, and to read and listen 
with xmdeistanding. Probably the best xvay in which this can 
be accomplished is to provide young people with an opportunity 
to develop habits of participation in the control of their activa- 
ties in school. They should have opportunity to listen to dis- 
cussions in the community and to examine them carefully in the 
classroom. Some communities ate unw illin g to have vital social 
issues studied by the young people as a part of their training; 
this attitude will have to be overcome. 

For the past 50 years our school system has been developing 
toward the goals listed here. But the job is far from completion. 
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For the yoiing people now entering teaching, these goals repre- 
sent the challenge and the opportunity to he found in secondarj- 
education. 


Stlt>y and Drscusstov 

1. \Vliat suggestions can you mahe to improve the proposals for 
the FarmWlle school? 

2. Should all higli school students take some vocational courses? 

3. What are the advantages of a small high school? Wiat are the 
disadvantages? 

4. Describe the differences in guidance ser\'ice that might be 
expected between the small and the large school. 

5. What are the unique contributions of the junior college? 

0. To what extent has the country accepted the junior college idea? 

7. Describe a school j’ou have seen that could be called a regional 
or an area school. 

8. Under wlxat conditions are regional or area sdiools likely to be 
necessary? 

9. Discuss the unique contributions of the junior high school 

10. Discuss the cooperative neetls of youth. (It is suggested that 
this question be discussed by a panel organized from the 
members of the class.) 
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The Historical Background of the American 
Secondary School 


Clarence Hines 


Three separate aod distinct institutions, the Latin grammar 
school, the academy, and the high school, have marked the 
development of tlie secondary scliool in America. The academy 
and tlie high school have been distinctively American, but each 
of the three has been definitely the product of the social, eco- 
nomic, and political conditions of the times in which it flour- 
ished. Autliorilies generally recognize the efl’ective periods of 
these institutions as about 1635 to 1800 for the Latin grammar 
school, 1750 to 1890 for the academy, and from 1821 to the 
present for the high school. 

The New England Colonies, because of their religious, politi- 
cal and social organization, were particularly adapted to tlic 
development of education in general and of secondary educa- 
tion in particular. Tlie Founding Fathers enacted laws con- 
cerning schools, as tliey did regarding other things, for the 
purpose of perpetuating their ideas concerning religion, social 
class distinctions, and government. Conditions which favored 
(lie development of the Latm grammar school in New England 
Were: the close cormection between church and state, a rela- 
tively homogeneous population grouped in compact settlements, 
135 
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and motives and traditions that strongly favored education. Of 
the motives for secondary education in New England, religion 
undoubtedly supplied the strongest incentive. To prepare men 
for the ministerial leadership required by the Puritan church, 
college education was essential and it required preparatory 
training in a secondar)' school. Tlie Latin grammar school was 
transplanted from England to New England to meet tliis need. 


The Latin GnAXfMAR School 


The Latin grammar school was not, however, a single purpose 
institution. In addition to its responsibility for preparing boys 
for college in order that they might later serve the church as 
ministers, it also prepared others for service to the state. Schools 
which were nearest the colleges appear to have emphasized 
college preparatory worh while others farther removed from 
the centers of higher learning appear not to have stressed col* 
lege preparation. Although college preparation was the most 
important function of the Latin grammar school, it must be 
remembered that the institution existed in and was established 
to se^^’e a social, religious, and political order in which the 
church and the state were almost one entity. 

It lias been generally accepted that the Boston Latin Gram- 
mar School was founded in 16-35 as the first of the institutions 


of its type in America. Records reveal that in that year one 
Philemon Pormont was ashed to become schoolmaster, but the 
record does not show that school was actually opened or that 
funds were appropriated for such a scliool before 1643.^ The 
origin of the Boston Latin Grammar School appears to he 
clouded in uncertainty in spite of common acceptance of 163o 


as the year of its establishment. The school at Dorcliester in 
1639 may have b«ti the first to be supported entirely by public 
taxation. The LatiiHfihool was quite common in New England 
after 1647 when a law' was passed requiring ever>’ town of 100 
families or more to si^ipport a school in order that, in tlie words 

e E<!wardi artj Hennao C. n>che>-, The School in the American 

Social Order (Boston- Ifpiightoo Mifflin Company. iai7), p. 61. 
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of tlie law, “learning might not be buried in tlie graves of our 
forefatliers in church and in commonwealth." ® 

Grammar school? in the Middle Colonies. Although the first 
Latin grammar schools were founded in New England, particu- 
larly in Massachusetts, similar school? ?vere founded in the 
Middle Colonies. Tlie first such schools were in New Amster- 
dam in 1652, and in Virginia in connection with the College 
of William and Mary in 1693. Philadelphia had its first Latin 
school in 1697, later reorganized as tlie Penn Charter School in 
1711. A school at Annapolis preceded the Philadelphia school 
by one year and the colonial assembly of Maryland passed a law 
in 1723 providing for a grammar school in each of the 12 coun- 
ties. All of the colonies except Georgia developed the school 
to some extent, but it never bad the influence in the Middle 
and Southern Colonies that it had in New England. 

The plantation system of the South resulted in a dispersal 
of population. The economic and social interests of the planters 
made It possible for them to educate their sons abroad. Com- 
bined with these factors, the opposition of the Anglican Church 
to state-supported education was an effective barrier to wide- 
spread secondary education even of the restricted type offered 
by tlie Latin grammar school. In the Middle Colonies, on the 
oilier hand, (he early development of commercial interests 
through trade and commerce led to modifications of the Latin 
grammar school curriculum in the direction of more practical 
courses in accounting, na\igation, surveying, and mathematics.® 
Such schools as were found throughout the colonies were not 
always known hy the same name. They were called “Latin 
schoor or "grammar school" because their curriculums con- 
sisted chiefly of Latin, Greek, or Hebrew grammar, TJiey were 
also called “free" schools, but not because they were tax-sup- 
ported. Some of their support came from tuition with rates 
being fixed by l.iw or by custom. They were called “free,” tliere- 

spaiil Monroe. Fotittdings of the AmcricoH Fabhc School Sijttem (New 
York: The Macm Jlan Company, IWO), p. 148 

*niwDod P. Cubherly, PuhltC Edveation In the United States (Boston: 
Houghton MilEin Corap.-iny, 1919), p. 28. 
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fore, not as we understand the meaning of free schools today, 
but because of the “liberal” education they offered. The term 
“liberal” was used to describe the schools in the sense that the 
education the>’ offered befitted a man of free birth. Some were 
called “endowed” schools because of a prevalent method of sup- 
port. A few appear to have been referred to as “public schools 
probably because of their place in the social economy and 
philosophy of the times. They were also referred to as “tri^■ial 
schools” due to the fact that tlieir offerings were limited to tluee 
fields consisting of the tricium: Latin grammar, rhetoric, and 
logic. 

Regardless of the name by whidi it was called, the Latin 
grammar school in New England has been characterized as es- 
sentially a town free school, maintained by tire towns for the 
higher education of some of their boys. Although some authori- 
ties have insisted that the grammar school was aristocratic, the 
following quotation indicates that view was not universal: 

. . . The Colonies looked upon the Latin grammar school as a 
component part of the institutional organization of an independent 
conununity. To these forefathers of ours that was the institution 
which represented “education* as we think of it now. Education 
. . . [as] formulated for the training of leaders in society, was 
represented by the Latin grammar school. 

Only when we consider the school as the instrunient by which 
talent is winnowed from the c haff of mediocrity, and ability devel- 
oped to leadership in church. In state, and in the business and sodal 
affairs of men, can we estimate these schools as did our forefathers.* 

Boys ordinarily entered the Latin grammar school at the age 
of eight or nine and remained until they could meet the require- 
ments for entrance into college, ordinarily at between fourteen 
and eighteen years of age. The boy was taken directly from the 
Dame School and was tau^t to read and wite and prepare his 
owTi quill pens, in addition to mastering sufficient Latin gram- 
mar to enter college. .Althou^ poorly prepared to write English 
with any degree of fluencj’ or accuracy and without any knowl- 
edge vK wumbers, be vras ■wdl prepared in Latin and usually m 


* Paul Monrw. op. cil , p. 137 . 
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Greek as well To attain this degree of proficiency, schools were 
in session throughout tlic year, except for church or established 
holidays, and the hours of the sessions were long, often eight 
or more hours a day. Control was rigorous: 

Corporal punishment was severe and frequent; it was used as an 
incentive to study, a penalty for failure in acquisition, a means of 
discipline for “training the will.” as well as punishment for had 
conduct or breaches of rule.® 

Such an education w'as primarily a classical education for a 
very small group of hoi's and not at all like secondary education 
as we know it today. 

T}w curricnhwi. No acliial account of tlie cuiriciiliim of a 
Latin grammar school prior lo 1712 is knowi to students of the 
history of the institution. Knowledge concerning the subjects 
taught has been drawm chiefly from the requirements for teach- 
ing in the school and from college entrance requirements of 
the period. The ability to read Cicero and Virgil extemporane- 
ously was required by Harvard as early as 1&3& and this was 
the standard requirement for college entrance until 1745 when 
Yale added aritlimelic. In general it has been said that the 
objective of the school was to prepare boys for college by devel- 
oping in them skill in Latin composition, both prose and verse, 
some knowledge of Greek grammar, and the ability to read 
simple Greek. The work of the school has been summarized as 
follows: 

The Boston Latin School, however, can scarcely be regarded as 
typical of the Latin schools of the seventeenth century, . . . 

[Boston had a separate Latin school while many towns did not.] 

But many Latin schools, so-called, were not separate from the 
school which gave instrurtion to younger children in reading, 
writing, and arithmetic. Frequently, the Latin school master de- 
voted most of his time to the tcacliing of reading, writing, and 
arithmetic and gave the remainder of his lime to the preparation of 
a few boys for entrance to Harvard." 

Tlie individual method of instruction (the students were 


® Pan) Ntonioe, op. cit., p. 159 

"Nfttton Edwards and Herman C. Bidiey. op. cit.. p. 72 
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called one by one to appear b^ore tbe master to recite their 
lessons) was generally employed. Tlie whipping post was a 
standard item of school equipment and se^•e^e punishment was 
administered frequently to the dullards and shirkers who failed 
to do tlieir work well. The “great American textbook” for more 
than a century’ was Cheecers Accidence, prepared by Ezekiel 
Checver, one of the best kmown of the early Latin schoolmasters, 
and published prior to 1650. 

The schoolmaster. The key figure in the education offered 
by the Latin grammar school, as is the case in any educational 
institution, was the master or teacher. Once this individual was 
chosen, the methods and curriculum were left in his hands. Prior 
to his employment, he Nvas examined by the minister represent- 
ing the church. The examination tested not only his mastery 
of the subjects to be taught but whether he was sound in Ac 
faith and capable of e.xerting the proper influence on the youth 
of the tosvn. As the public official standing next in importance 
to tile minister, lie received about one-half as much salary as 
that dignitary, was considered to belong to the town, and could 
be loaned or released only by town consent. Tlie schoolmaster 
often aspired to tiie minbtry; many actually were ministers 
awaiting a call who resigned os schoolmasters when offered 
a pulpit. Tlie masters “were necessarily men of learning, usu- 
ally men of high cbaractei, always men of repute and influence 
in their community” and were allowed “the title of Mr., then 
allowed only to the chosen few ." ' For the most part Latin 
grammar schoolmasters were men with a good classical educa- 
tion, sound in the Puritan faith, and able teachers. 

Many factors contributed to the decline of the Latin grammar 
school after more than a century of existence in the English 
colonies in America. Basically, however, each had its origin in 
the changing social, economic, political, and religious pattern. 
Although continued by law in Massachusetts until 1827, this 
tj^ie of school had lost much of its effectiveness by the time 
of the Revolution. Before the Revolution, interest in Latin had 
declined to the point where few' students studied Latin alone. 

Momoc. op. dl., p 154. 
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For example, in the famows Roxbuiy School in 1770 only nine 
of the 85 pupils were studying Latin. 

Changed economic conditions. Conditions throughout the 
colonies, but particularly in New England, clianged materially 
in the three-quarters of a century preceding the Revolub’on. Of 
particular significance in connection with the decline of the 
Latin grammar school was the rise of a class of merchant-capi- 
talists and large landowners who required for their business 
activities men trained in subjects more practical than Latin. 
These men engaged in trade by exporting surplus commodities 
and importing slaves and nim. They had heavy investments in 
ships and shipping. As they accumulated wealth, they specu- 
lated in western lands. Their activities required the use of such 
skills as wore acquired through a study of navigation, account- 
ing, and surveying. Wliile this merchant class developed, 
fanners and artisans also became more articulate in legislative 
bodies. Tlic “Great Awakening.” a religious movement of great 
force, occurred during the decade following 1730 and led to 
the recognition of denominations other than Uie Tuzitans or the 
Anglicans in tlic life of America. 

More specifically, there arc particular indications of things 
that speeded the decline of the Latin grammar school. Perma- 
nent teachers became difficult to secure and the religious influ- 
ence came to have less significance. As the early emigrants 
from England and Europe died, their children and grandchil- 
dren were less and less influenced by the ideas of education 
brought from the old world and looked more toward a system 
of education adapted to American colonial needs. The dispersal 
of population, particularly in the New England towns, caused 
a demand for separate schools and led eventually to the district 
system. Repudiation of the class system of society carried with 
it the repudiation of class education. Tlie rising middle class 
demanded an institution of secondary education suited to its 
needs. Commenting on this from the standpoint of the cost 
of stich education, Edwards and Richey have written, 

Tlie establishment of a sufficient number of secondary schools to 
provide the training demanded liy the new clientele prob.abIy wotild 
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have required more funds than could have been made available 
under existing and acceptable plans of taxation. Certainly such a 
program would have resulted in a tax burden which would liave 
been intolerable to a people not yet convinced that education be- 
yond the merest rudiments was a function of the state and a legiti- 
mate charge upon government ... 

The Latin grammar schools tended to die out. ... In a large 
measure, it was left for private teachers to sense the demands that a 
changing society Nvas making on the lower schools. Tliey were 
experimenting with new content and new methods, and it would not 
be long before the work they were doing would be institutionalized 
in the academy. . . .* 

The Latin grammar school, then, served its purpose as the 
secondary school of a religious and political social order based 
on class distinction and in which church and state were virtually 
one. As these conditions changed, this type of school no longer 
met the needs of either a capitalistic merchant cla.ss or the mid- 
dle class that developed as a result of expanded business and 
mercantile actinties. Unable to adapt its rigid curriculum to 
these clianged conditions, and xvithout adequate financial sup- 
port through public taxation, the Latin grammar school gave 
way to the academy with its private system of financing and 
more liberal curriculum. 


TnE Academy 

The rise of the academy is generally dated from the founding 
of Franklin’s “Academy and Charitable School” in Philadelphia 
in 1751, but work of a similar nature had been given by private 
teachers at least a quarter of a century- earlier. In 1723, an 
account in a New York newspaper described a school closely 
resembling the later academies. From newspaper advertise- 
ments we know that as early as 1700, and possibly earlier, in 
the larger cities p^i^•ate tcadiers ■wcic giving instruction in al- 
most any subject for which there was a demand.® The academy, 
therefore, had its inception in the private schools and private 

“Ncwlon IMwiids ami lI<TmanC. Rldtey. op. c<«., pp. 125,271. 

» No*1on Ed-Aardi and Ilcronn G. op. cit., p. 123. 
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teachers who offered courses in fte practical subjects required 
by a changing social and economic order. 

Early academics. The first academies were essentially private 
institutions arising from church foundations, local subscription, 
or endowment. Although qssisted by the to\wis, counties, and 
states to some extent, they were operated on a tuition basis. 
Maryland went further than some states by authorizing lotteries 
for academy benefit from 1801 to 1817. A great many of the 
academies \vere church-sponsored, particularly in tlie Middle 
and Southern States where there was a heaNy influx of Scotch 
and Scoteh’Irish immigrants. These people were mostly Presby- 
terian and had well-educated ministers who were opposed to 
an established church. Some of the best and strongest of the 
early academies were under their auspices. 

There is general agreement among authorities who have 
studied the rise of the academy in the United States that it grew 
out of tlie changes taking place in the life of the country. The 
decline of the Latin grammar school and the rise of the academy 
linv'e been traced to the inabilit)' of the small districts to support 
a good secondary school, thus leaving the way open for private 
interests to start tire academy. Tire rise of the academy may 
also be attributed to strong democratic and nationalistic trends 
accompanied by vast and far-reaching economic and social 
changes. Perhaps the best summary has been given in these 
sTOrds, 

The academies were a product of the age. ... As the frontier 
was pushed westward, a new kind of social and economic life 
evolved and a growing middle class emerged. Young persons other 
than prospective ministers and the sons of planters and merchants 
began to manifest an interest in obtaining education beyond that of 
the dame s<iooI. the oldfield school, or the reading and writing 
school. Moreover, they wanted an education more practical than 
that offered in the Latin schools which were still dominated by 
classical tradition and religious purpose.** 

Benjamin Franklin first proposed his academy in 1743 when 
be suggested a school to teach everything that was useful and 

»o Newton Eci«-ards and Herman C. Wcbey. op- «<*•> PP- 270-271. 
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everything that was ornamental, but said that since time was 
limited the school must concentrate on those things that were 
most useful and most ornamental. Tlie school, known as the 
“Academy and Charitable School,” opened in 1731 with three 
divisions: Latin. English, and Mathematical. The Latin branch 
soon grew into a college which later became the University of 
Pennsylvania; the English and Mathematics divisions continued 
at the secondary level. Franklin’s academy was the first char- 
tered academy, hence dates the beginning of the movement, but 
it represented only tlie institutionalization of the private school 
mo\’ement that had been under way in practically all American 
cities for a generation or more. 

Academies in New England. Tlie first academies in New 
England were the Phillips academies in Massachusetts: one 
founded at Andover in 1778 and another at Exeter in 1781. 
These were not regarded as an unmitigated blessing, however, 
as is shown by a statement in the address made by Samuel 
Adams on the occasion of his inauguration as governor in 1793. 
Adams said, in part: 

It is with satisfaction that I have ob$er\’ed the patriotic exertions 
of worthy citizens to established academies in various parts of the 
Commonwealth. It discovers a zeal highly to be commended. But 
while it is acknowledged llial great advances ha\’e been derived 
from these institutions, perhaps it may be justly apprehended that 
multiplying them may have a tendency to injure the ancient and 
beneficial mode of educab'on in town grammar schools. 

The peculi^ advantages of such schools is that the poor and the 
rich may derive equal benefit from them; but none except the more 
wealthy, generally speaking, can avail themselves of the benefit of 
the academies. Should these institutions detach the attention and 
influence of the wealthy from the generous support of the to\vn 
schools, is it not to be feared that useful learning, instruction, and 
soaal feelings in the early parts of life mav cease to be feo equally 
and universally disseminated as it has heretofore been? “ 

The spread of the academy movement was quite rapid after 
1800 and was at its peak between 1830 and 1870. Although 


ft* Education m the United SMet 

(lias(on, Houghton Mifflin Compaiqr, 19S4), p. 216. 
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academies appear to have been more numerous in the South 
tlian elsewhere, various insUtub'ons which were called acade- 
mies in the South, as in otlier sections, were probably little more 
than elementary schools. In 1820 the academies were almost 
alone in providing the opportunities for instruction at the sec- 
ondary level, and between 1830 and 1860 few indeed were 
the communities that did not ha\'e access to one or more of 
them. In 1833 there were almost 500 academies in 14 states. 

Characteristic features of tlie academies were that they were 
subject to semi-public control, offered a broadened curriculum, 
displayed in many instances a strongly religious purpose, and 
provided for the extension of secondary education to girls. They 
were supported generously by gifts from individuals, charged 
a tuition fee, had dormitories and boarding halls, and eventually 
became quasi-state institutions through state aid extended to 
them. In both curriculum and method of support, the academy 
Is recognized as a transition school between the partially tax- 
supported Latin grammar school /or a limited lew in the early 
period of secondary education in this country and t])c public 
high school of the present day which offers opportunity to all 
youUi without tuition. For most youth, however, it was a ter- 
minal school giving instniclion in a wide suriety of practical 
and cultural subjects while permitting the student, if he Nvished 
to do so, to prepare for college. 

Although state aid for academies was never large, it was a 
matter of considerable importance in establishing the principle 
of public support of secondary education from public funds. 
Tlie states generally gave aid by charter or througli subsidy to 
individual academies or by general laws pros’iding for a number 
of similar institutions tliroughout the state. Governor DeWitt 
Clinton of New York was an early friend of tlie academies and 
advocated locating them in all county towns to fiunish a useful 
education for tlie farmers, merchants, and mechanics, and to 
train teachers for the common schools. Some states, notably 
Kentuckj’ and Indiana, provided for a s>'slcm of count}- acade- 
mies; several otlier states extended to them some form of public 
aid. As noted above, Mary-land prorided for tlieir support by a 
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lottery from 1801 to 1817. Regardless of the amount of state 
aid gi\’en, it was important in that it tended to fix in the minds 
of the people the stale’s responsibility for education beyond 
the common school. In a time when many were questioning the 
public financing of education even at tlie lower level, it is sig- 
nificant that some help was extended to the secondary school 
The curriculum of the academy. Extention of the curriculum 
over that offered in the Latin grammar school is the most com- 
monly noted of all tlie characteristics of the academy. This ex- 
pansion occurred in practically all fields of human knowledge 
but centered more particularly on those things that were of 
practical use in the life and work of Uie people of the times. 
This has been well stated by Smith in these words, 

The liberal curricular offering of the academy was by no means a 
chance matter. It was due to very definite causes. The epoch during 
w'hich the academy played its main role witnessed a phenomenal 
expansion in the interests of tl>e American people. In part the new 
interests were material and civic, and in part they were intellectual 
and cultural. The former were a direct outgrowth of the industrial 
revolution and the democratic movement; the latter owed their 
inception in the main to a growing contact with other nations and to 
the rise and spread of the scientific movement. During the major 
part of the period ( 1790-1890) the academy was practically the only 
educational institution which ministered to the intrinsically vital 
interests of the American people.'* 

English literature, grammar, mathematics, science, geogra- 
phy, history, and modem languages found their way into the 
academy curriculum. Subjects of a more modem nature, those 
involving the study of practical and useful things rather than 
WTsrds about things, were commonly taught in an effort to pre- 
pare youth for changed social conditions, business, and govern- 
ment. Tlie extended offerings provided opportunity for a svide 
\-ariely of interests and study that could be cultural, practical, 
or vocational. Examples of the practical and vocational aspects 
of the offerings of the academy, a factor often overlooked, were 
classes in farming at the Fcllenberg School, Windsor, Connecti- 

‘»SVilliam A. Snul]i.SMOnJ<iiv £ifiirafion In United State* (New York: 
The .M.ictniIUa Company, la's), pp. 31.32. 
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cut, in 1824. At tlie Hartford Grammar School in 1839, a class 
was offered for 20 gentlemen who wished to prepare them- 
selves for common school instruction.** 

The early academies retained Latin and occasionally Greek 
but taught them through the medium of English. They also 
taught English grammar, oratory, declamation, arithmetic, alge- 
bra, geometry, geography, astronomy, surveying, rhetoric, nat- 
ural and moral philosophy. They admitted girls to a female 
department or a separate school, rather than allow them in the 
same classes as boys. The science subjects proved one of the 
most popular offerings of the academy curriculum. Most of the 
rrark was in small schools, usually rvith one instructor and one 
or more assistants. Only a small number had more than two 
teachers. Few academies enrolled more than 50 students at 
one time. 

Objectives of education in the academies were to develop 
mental discipline, to teach reasoning, to develop tlie intellect, 
and to train tlie mental faculties. Many of the subjects, particu- 
larly the sciences, were to give information. Instruction was 
characterized by abundant drill, but demonstration experiments 
were common In the sciences since laboratory methods had not 
yet been developed. The New York Regents Reports for 1839 
stated that storing the mind with useful knowledge was the 
great purpose of education and that in the process of doing So, 
increased energy, activity, and precision of the mental faculties 
should be developed.** 

The “Golden Age” of the academy. The academy in the period 
of its greatest expansion reached only a small proportion of 
American youth of secondary school age. They were privately 
controlled tuition scliools and this placed tliem beyond reach 
of the masses even though tuition rates were low. Public reac- 
tion against tuition charges for a school which in part w'as 
, publicly supported led eventually to the establishment of the 
so-called “free ac-ademies” and public high schools. The states 
began to reqicire the academies to take some students mthout 
i^Newton Edwarck and Heman C. Ridiey. op. rtf , p. 39S 
Paul Xtonroe, op. rtf., p. 409. 
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lottery from 1801 to 1817. Regardless of the amount of state 
aid given, it was important in that it tended to fix in the minds 
of the people the state’s responsibility for education beyond 
the common school. In a time when many were questioning the 
public financing of education even at the lower level, it is sig- 
nificant that some help was extended to the secondary school 
The cum'cidiim of the academy. Extention of the curriculum 
over that offered in the Latin grammar school is the most com- 
monly noted of all the characteristics of tlie academy. Tliis ex- 
pansion occurred in practically all fields of human knowledge 
but centered more particularly on those things that were of 
practical use in the life and work of the people of the times. 
This has been well stated by Smith in tliese words, 

The liberal curricular offering of the academy was by no means a 
chance matter. It was due to very definite causes. The epoch during 
which the academy played its main role witnessed a phenomenal 
expansion in the interests of the American people. In part the new 
interests were material and civic, and in part they were intellectual 
and cultural. The former were a direct outgrowth of the industrial 
revolution and the democratic movement; the latter owed their 
inception in the main to a gro%viDg contact ^th other nations and to 
the rise Md spread of the scientific movement. During the major 
part of the period ( 1790-1890) the academy was practically the only 
educational institution which ministered to the intrinsically vital 
interests of the American people.’* 

English literature, grammar, mathematics, science, geogra- 
phy, history, and modem languages found their way into the 
academy curriculum. Subjects of a more modem nature, those 
involving the study of practical and useful things rather than 
words about things, were commonly taught in an effort to pre- 
pare youth for changed social conditions, business, and govern- 
ment. The extended offerings provided opportunity for a xvide 
variety of interests and study that could be cultural, practical, 
or vocational. Examples of the practical and vocational aspects 
of the offerings of the academy, a factor often overlooked, were 
classes in fanning at the Fellenberg School, Windsor, Connecli- 

« William A. Smith, Secontlofy EdutaHon in the United Slates (New YorV: 
The Macmillan Company, 1932), 31-32. 
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cut, in 1821. At the Hartford Grammar School in 1839, a class 
was offered for 20 gentlemen who wished to prepare them- 
selves for common school inslraclion.’* 

The early academies retained Latin and occasionally Greek 
but taught them thtough the medium of English. They also 
taught English grammar, oratory, declamation, arithmetic, alge- 
bra, geometry, geography, astronomy, sur\‘eying, rhetoric, nat- 
ural and moral philosophy. They admitted girls to a female 
department or a separate school, ratlicr than allow them in the 
same classes as boys. The science subjects proved one of the 
most popular offerings of the academy curriculum. Most of the 
work was in small scliools, usually with one instructor and one 
or more assistants. Only a small number had more than two 
teachers. Few academies enrolled more than 50 students at 
one time. 

Objectives of education in the academies were to develop 
mental discipline, to teach reasoning to develop (he intellect, 
and to train the mental faculties. Nfany of the subjects, particu- 
larly the sciences, were to give information. Instruction %vas 
characterized by abundant drill, but demonstration experiments 
were common in the sciences since laboratory methods had not 
yet been developed. The New York Regents Reports for 1839 
stated tliat storing the mind wth useful knowledge was the 
great purpose of education and that in the process of doing So, 
increased energy, activity, and precision of the mental faculties 
should be developed.” 

The “Coldcn Age" of the academy. The academy in the period 
of its greatest expansion reached only a small proportion of 
American youth of secondary school age. Tliey were privately 
controlled tuition schools and this placed them beyond reach 
of the masses even though tuition rates were low. Public reac- 
tion against tuition charges for a school which in part was 
publicly supported led evratually to the establishment of the 
so-called "free academies" and public high schools. The states 
began to require the academies to take some students %vitliout 
«» Newton E Jw.irdi and Ilentian G. Riefcey, op cii . p S98. 

Paul Monroe, op. cit., p. 400. 
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charge, usually from tlie area in which they were located. They 
continued to receive contributions from individuals and organ- 
i 2 cd groups. Probably not more than five per cent of the poten- 
tial age group was served by the academy. 

Careful consideration of the contribution of the academy to 
the development of the American secondary school leads to the 
conclusion that it was a necessary and important part of that 
development. The benefits derived from the academy move- 
ment were that it introduced the idea that secondary education 
should be provided for those not going to college, and that it 
enriched and extended the course of study. It introduced and 
developed secondary education for girls, and popularized, even 
if it did not democratize, secondary education. It prepared the 
public mind for universal secondary education in the United 
States. At the same time, it was essentially a private, often a 
denominational religious institution. Standards were not estab- 
lished because it was not a part of a state system. It did not 
equalize educational'opportunity for all, and it was the greatest 
block to the early development of a really good public secondary 
school The inHuence of the academy was probably greater 
than is generally realized, and those most conversant with the 
history of secondary education in the United States consider 
the movement a necessary forward step in the change^ from an 
aristocratic to a democratic system of secondary education. It 
crystallized American thinking in favor of a secondary school 
with a broad curriculum adapted to the needs and interests of 
all, and popularized secondary education to the extent that 
the people were Avilliog to place it under public control and 
support. It led to the public high school which was planned 
to meet the needs of all flie people’s children. 

The Pubuc High School 

The public high school made its appearance on the American 
scene in 1821 while its two predecessors in secondary education 
were still in existence. The Latin grammar school had almost 
disappeared, but the academy ^vas just approaching its peak. 
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Thomas Jefferson had envisioned a state-^\'ide sj'stem of sec- 
ondary schools for Virginia in 1779 which, if his plan had been 
accepted by a cx>nser\’ative legislature, might have set the pat- 
tern for a pubb’c higi) school >veU in advance of the time wljen 
the first one was established in Boston. Social, political, and 
economic conditions w’ere as responsible for tire establishment 
of the high school as they had been for the founding of its prede- 
cessors, perhaps more so since a much larger area and popula- 
tion were affected. 

Of great importance In the establishment of the public high 
school was the \videspread extension of universal manhood suf- 
frage in the period after 1800. Only four states allowed male 
suffrage in 1789 when the Constitution was adopted and tl>ey 
required the payment of taxes. With the settlement of the west- 
ern states after 1800, life on the frontier became a great leveler 
and made for social equality. Few men of wealth and position 
migrated to the west and there was little difference in the social 
and economic position of the emigrants. The result was that 
every state admitted after 1812, except Mississippi, provided 
for manhood suffrage at the time of its admission to the Union. 

As long as the right to vote ^vas restricted by church member- 
ship or property qualifications it made little difference whether 
a general system of education existed. Property owners were 
able to pay for the education of their cliildren and those not 
allowed to vote did not need it. It lias been effectively pointed 
out that, 

With the extension of the suffrage to ail classes of the population, 
poor as well as rich, laborer as well as employer, there came to 
Ihinidng men, often for the first time, a realization that general 
education had become a fundamental necessity for the State, and 
that the general education of ail in the elements of knowledge and 
civic virtue must now assume that importance in the minds of the 
leaders of the State that the education of a few for the service of the 
Ciiurch and of the many for simple church memberslup had once 
held in the minds of the ecclesiastics.^ 


JSEItwood P. Ciibberly, PuhJlc Edueatba fn the Vntted Staiet (Boshnu 
Ilovehton Mifllin Canpany, 1919). 
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Suffrage and education. The rise of the West, as evidenced 
by the movement known as Jacksonian Democracy which re- 
sulted in tire election of Andrew Jackson as president in 1828. 
climaxed the stniggle for participation by the farmers and labor- 
ing classes in go\'cmmcnt. Some of t!ie northern states, notably 
Ohio in 1851 and Massachusetts in 1857, did not remove their 
restrictions on voting until almost tlic time of the Chil War. 
However, class rule was replaced by mass rule by 1860. The 
election of Jackson was a reaction against educated leadership 
in government, the triumph of a movement that gave the fanner 
and the working man an ever-increasing influence in the affairs 
of government. 

Some men feared the extension of suffrage to the masses of 
men as a threat to good government while others, many quite 
prominent in tl\e affairs of the nation, welcomed it and saw 
education as a necessity. Among this latter group was Governor 
DeWitt Clinton of New York who In 1826 declared that a gen- 
eral spread of knowledge was necessary to protect republican 
institutions. In addition, Abraham Lincoln in Illinois, Tliaddeus 
Stevens in Pennsylvania, and Daniel Webster in Massachusetts 
placed themselves on record as considering education a neces- 
sity for successful and competent citizenship in a democracy. 

The continued expansion of public education and the result- 
ing wdespread de\-elopment of the public high school after 
1825 ^vas due not only to the extension of suffrage, but also to 
the growtli of population and its concentration in cities, ll>e 
development of manufacturing as a result of the industrial revo- 
lution, and the labor movement which gave the working class 
an organized influence. The first American factory was started 
in 1787 to be follosved by a rapid expansion in the next 25 years. 
The Embargo Act of 1807, whidi cut off imports from England 
until after the War of 1812, gave impetus to many’ new manu- 
facturing enterprises and the Roteclive Tariff, after 1820, in- 
sured their continuance. The resulting industrialization led to 
a concentration of xveallh and labor, an admirable situation in 
that the wealth to be taxed and the children to be educated 
were at the same place. The Census of 1820 showed only 13 
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cities with more than 8,000 popuhition and \«th only 4.9 per 
cent of the total; the Census of 1860 listed 141 cities witli more 
than 8,000 and with 16.1 per cent of the total. 

The purpose behind the establishment of tlie first high school 
in Boston in 1821 is clearly linked with needs occasioned by the 
spread of business and industry. At the time of the establish- 
ment of the first high school, Josiah Quincy, mayor of Boston, 
wrote in his Municipal History of the Town and City of Boston, 

In 1820 an English Classical School u'as established, having for its 
object to enable the mercantile and mechanical classes to obtain an 
education adapted to those chifdren whom their parents wished to 
qualify for active life, and thus relieve them from the necessity of 
incurring the expense incident to private academies.’® 

Demand for tax support. It was soon recognized that an 
anomaly existed when tax-supported public education ended 
^v^th the elementary school and the youth of the land, if inter- 
ested in further education, must seek it in the tuition academy. 
Strong public demand for a tax-supported secondary school soon 
made itself felt, chiefly tlirough the efforts of two widely dis- 
similar groups: the humanitarians on the one hand and the la- 
boring classes on die other. It seemed only natural to these 
two groups, and to others, that an upward extension of tax- 
supported schools would provide for the education of the sons 
and daughters of the common people. The humanitarians were 
concerned particularly about the many social and moral prob- 
lems incident to the concentration of peoples of mixed moral 
and cultural backgrounds in the cilies. It was recognized, too, 
tliat a democracy could not continue to limit its leadership to 
those who could afford to pay for an education. Tlie success 
of the democracy depended upon an educated citizenry and this 
in turn required the upward extension of the public school 
system to include the ta-x-supported secondary school. It was 
a fortunate coincidence tliat the industrial revolution, resulting 
as it did in a great increase in general prosperity and material 
xvealth, made it possible to pay for these added responsibilities 

102 . 
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Reasons for change. The lAtin grammar school was super- 
seded by the academy because it was not meeting the needs of 
enough youth due to its limited curriculum and purpose. The 
academy, howe\’er, did not give way to the public high school 
because of curriculum deficiencies. It disappeared because it 
could not, due to its tuition tdiarges, make education at the sec- 
ondary level available to a large enough proportion of the boys 
and girls of its day. The public high school continued much 
the same aims and purposes, and to a large extent the same 
curriculum, as the academy. It had the dual purpose of prepa- 
ration for life and for college. In its organization, curriculum, 
and procedure, it resembled the academy but in its methods of 
support and control it was more like the Latin grammar school. 
It developed as a natural process of growth from the lower 
grades, an upward expansion of the elementary school. Its offer- 
ings were more restricted than those of the academy but it svas 
a component part of the public school system and a further 
step in democratizing secondary education. 

Tlie name for the high school appears to have been brought 
to this country from Edinburgh, Scotland, through an article 
by a Professor Griscom published in January, 1824, in the Bos- 
ton North American Review.^ Tlie article described the school 
in Edinburgh and the name \vas soon given to the English 
Classical School of Boston established in 1821. The institution 
admitted boys hvelve years of age to a three-year curriculum if 
they were well-prepared in reading, witing, English grammar, 
and arithmetic as far as simple proportion. University gradua- 
tion was required for all teachers and English was the only 
language taught. The opportunity for a high school education 
was offered the girls of Boston in 1826, but it was withdra^vn 
in 1828 due to the heavy enrollment, the course of study being 
extended in the elementary school for girls. 

High schools were almost entirely confined to the cities before 
1860, but by the close of the Civil War the academy svas no 
longer anywhere a serious threat to the newer school. FoUow- 

“Ellwood P. Cubbeily, Public Education in the United Sfafes (Bosto®- 
Houghton Miffim Company, 1919), p. 190. 
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ing the war, economic and social conditions favored tlie rapid 
expansion of the instihition and bj' 1890 it is reported to have 
cared for at least two-thirds of all secondary school pupils.*' 
Tliis period, 1860 to 1890, was diaracterized by an increase in 
the number of subjects and the standardization of the work 
offered. The business depression following the Ci\'il War, cul- 
minating in the Panic of 1873. led to the usual demand for 
retrenchment in public expenditures and lower taxes. Since 
high schools were new, they came under attack. Labor troubles 
and strikes during the 1880s caused industrialists to blame the 
high schools for these difficulties. Tlie high schools were ac- 
cused of spoiling good working men by turning them into white- 
collar workers, “walking delegates,” or labor agitators. The 
entire public school system xvas charged with being too ambi- 
tious and xvith educating people beyond their station in life. 

In addition to winning its battle with the academy for the 
position as the American secondary school and the battle for 
public support between 1870 and 1890, tlie high school also 
broadened Its curriculum. Mechanical arts and commercial 
liigh schools made tlieir appearance, the former eventually 
coining to include both the mechanical arts and academic sub- 
jects. It is worthy of note that during tliis period English 
came to be taught as many hours as Latin. These curricular 
extensions indicate that the high school wtis c.\panding to meet 
the needs of all youth, regardless of their interests and abilities. 
By 1890, also, it was in most communities to a considerable 
extent a college preparatory inslitutiou. The changed concept 
of tlie high School's logical place in the education system of 
tile country is well indicated by the following quotation: 

The public high school . . . was not created to provide the middle 
rungs of an educational ladder, whereby one could mount from the 
lowest grade of the elementary sdiool to the most advanced courses 
of the university, but more as a people's college - an extention of 
the elementary school. Except for the continued rise of the common 
man it might well have retained its terminal character. . . . Public 


21 William A. Smith, op. eit , p. 23. This should not be taken to meaa that 
Ovo-thirds attended secondary sdiooL 
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demand, however, was making the high school a connecting link in 
a complete system of education. . . .By ISSO, the high school «• 
isted, not only to give the older and more advanced children of the 
community a course of insrtuclion appropriate to their age and 
needs, but was becoming, particularly in the West, the most im- 
portant institution preparing for the university.” 

Period of growth. Between 1890 and 1920 the development 
of the public high school was marked by a tremendous increase 
in enrollment and further attempts to expand its field of service 
to all youth of high school age. Wliere in 1890 it had been 
nominally open to the children of all the people, it was in reality 
essentially a class institution for the intellectually and socially 
superior. During this thirty-year period, enrollment in the high 
schools increased twelve times as rapidly as the population and 
by 1920 it enrolled lunc-tenlhs of all pupils attending secondary 
school. It was during the same period, abo, that the first junior 
colleges and junior high schoob, marking the upward and 
down«'ard extension, respectively, of the secondary school, 
were started. (See Chapter 4.) 

Since 1920 the high school has followed in most respects the 
trends that were indicated after 1900. Vocational and educa- 
tional guidance became necessary as a larger number of stu- 
dents svith widely varying abiUlies and interests came to school. 
Compubory attendance laws, usually requiring youth to remain 
in school until they reached the age of sixteen or completed the 
eighth grade, encouraged many to go to school, although the 
drop-outs at the end of the compubory period continued to be 
high. These laws, reflecting changed social and economic con- 
ditions which made it impossible for urban youth to secure 
employment, made of the high school both a terminal and a 
custodial institution. A natioms-ide study, made in 1925, re- 
vealed that most leaders in the field of secondary education 
believed it to be the responsibility of the high school to furnish 
tr aini ng in social-civic responsibility, recreational and aesthetic 
participato n, physical effidencj', and occupational efficiency.^ 
« Ne»1oQ Edw^ds and Herman G. Ridie)r.op. ctf., pp. 818-819. 

Leonard V. Koos, Trend* la Ameiiam Secondary Education (Cambridge: 
Harvard Universify Press, 1927), pp. 8-10. 
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/it the same time and concuirently for the same individual, it 
, must furnish general education, provide special programs for 
those who do not go on to college, and provide the opportunity 
for those who wish to supplement tlieir general studies with 
such special studies as are appropriate to their needs. 

Developments during the depression. Tlie Great Depre.sslon 
of the 1930’s brought a threat to tlie public high school from 
federally sponsored agencies for unemployed youth. The need 
for work relief was recognizetl by the federal government in 
the establishment of tlje Civilian Conservation Corps and the 
National Youth Administration to provide ivork projects for 
youtli of high school age. Educational programs were even- 
tually authorized in connection with each of these agencies, 
resulting In some instances in a duplication of high school offer- 
ings or in actually taking youth from the public high schools 
where they were enrolled. The real danger, which was nullified 
at least temporarily by World War II, was that two systems of 
education would develop in tlie United States: one, a state 
■ system with local administration, would serve those who con- 
tinued ill school until they were employed; the other, a national 
system, would be responsible for youth and adults no longer 
enrolled in the public sdiools.*' World War II, witli its unprece- 
dented opportunities for employment and its demand for mili- 
tary service, ended at least for the time being this threat to the 
public high school. Leaders in public education, who believe 
in a state system, are still conscious of the possible danger to 
the public secondary school from a national agency serving 
youtli of high school age. 

Some schools have made sincere attempts during tlie past 
few years to adjust their programs further in order to obviate 
the necessity for the extension of a federal institution or pro- 
gram into the field of secondary education. Their action has 

2* The CklUen Conserration The National Youth AdmMitrallon, anti 

ihc.Vuhhe.Sehoolf. EducahanaJ Fdides Commission. National Educab'em Asso- 
fi.ahon, WasWnjton. D.C., 1&41, p. 25. Ste aJso 

Francis T. Spalding, Tite CiuiUenge for Secandary Education, Bulletin of the 
NaUonal Association o( Sceondary School IVioripaJs, VoJ. 25. No, 97, Merck, 
1941, Washington, D C., pp. 13-16. 
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been taken not so mucb through fear of a competing instituti^v 
%vith federal status and support, but through recognition of the 
loss which would necessarily ensue if the high school is replaced , 
by a new institution. The high school has sought to borrow 
from the N.Y.A. and the C.C.C. such good practices as it can 
adapt to the education of in-school youth. Among the better 
of these are work experience programs, part-time on the job 
training, and community schools which serve the needs of all 
youth, whetlier in school or out. As yet tliese improved practices 
have not been adopted generally cnougli to materially change 
secondary education. Their appearance, and their success where 
they have been tried, have given encouragement to those lead- 
ers in secondary education who hope that the high school will 
be able to adapt to society's needs and not disappear as did 
its predecessors. It is tlreir hope, also, that any future federal 
funds to assist in-school youth to secure an education will he 
channeled through established state agencies and not directly 
to the individual as was the case in the N.Y.A. To insure this, 
the high school must show that it is meeting the needs of all 
youth of secondary school age. 

As the high school moves into the last half of the twentieth 
century, it faces ever-increasing enrollments at a time when 
more than seven out of ten youth of higlj school age already 
attend high school. (See Chapter 4.) Its holding power is good 
in the fourteen and fifteen-year-old age group with approxi- 
mately 90 per cent enrolled, but of the sixteen and seventeen- 
year-olds, only about t%vo-tliirds are in school. Bureau of Cen- 
sus figures, said to be conservative by the U. S. Office of Educa- 
tion, indicate that there will he a 29 per cent increase in high 
school enrollment by 1960. Even though faced with this tre- 
mendous gTO\vth in the next decade, the high school is making 
plans to serve more effectively the larger number of youth who 
come to it. As a result of a resolution introduced by Charles A. 
Prosser at a conference on Vocaticoial Education in Washington 
in 1945, a program of Life Adjustment Education has been for- 
mulated by the Office of Education to reach the 60 per cent 
of youth of high school age wdio xvill not go directly into skilled 
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Aradcs or enter college.” Delerrents to lilgli school attendance 
and graduation recognized bj’ the Life Adjustment Education 
program are the need and desire to help earn an income, lack 
of funds, clothing, or similar personal problems, inaccessibility 
of suitable schools and courses of instruction. The failure of 
many schools or teachers to provide high school instniction hav- 
ing siiflicicnt meaning and appeal to the pupils and their parents 
ha.s been a deterrent to liigh school attendance. (See Chapter 5.) 

Tlic satisfactor>' solnlion to the problems presented by the 
deterrents to high school attendance listed aliove must Ire 
worked out by tbc American people at a time and under condi- 
tions which present a cballengc to them and to tbeir professional 
cnjplo)^^?, the teachers and administrators of the public scc- 
ond.ir)’ schools of the countr>'. To provide adequate buildings 
in a time of greatly inflated costs and furnish qualified teachers 
svith a vision of what really adequate secondary’ education can 
and ought to he is really a tremendous task. The history of pub- 
lic education in this countr}’. ami of secondary education in 
particular, has shown quite dearly, however, tliat the American 
people intend that the schook shall meet the needs of the times. 
With this conviction, tlic future can hold nothing but promise 
for public secondary education. 

Study and Discussion 

1. Compaiu the objecfiNcs of the training oflcred by the three 
types of American secondary jchools. 

2. Compare tlic subjects offered by the three types of secondary 
schools as to their usefulness in the society that the school 
sersed. 

3. Comiiare the course offerings of the Academy with those of the 
secondary school juu attended. 

4. Compare the metiiods of instruction used by your secondary 
school teachers with those used in the Latin grammar school. 

5. Compare the re<iuiremcnts for the Latin grammar school master 
with those for tc.iching in a modem high school. 


f;a!rn Jews. U/e> Ad/iutmenl EJueatIm for guny Youili, Federal Security 
Agency, Office of Education, VVashlogjon, D.C. 1948, p. 15. 
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6. Compare the means of support of each of the three schools de- 
scribed in this chapter. 

7. List the reasons why the Latin grammar school and the 
Academy were replac^ by the high school. 

8. In what ways do rach of the tliree schools reflect the social and 
economic order of their times? 

9. Wliy is free public secondary education considered a necessity 
in a democracj’? 

10. WTiy is the Kalamaaoo Decision so significant in the history of 
the American secondary school? 

11. Attach or defend the Idea of a federally sponsored training 
institution for youth of secondary school age. 

12. How do the chief problems confronting the American secondary 
school today compare as to lulure and seriousness with those 
which confronted the Latin grammer school and the Academy? 
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The Curriculum of the Secondary School 


Hugh B. Wood 


The major concern of the high school teacher in the classroom 
is the development of a curriculum for the benefit of each indi- 
vidual student. This includes not only the planning and organi- 
zation of the experiences of young people, but also tbe way in 
which they axe presented and taught. Upon the effectiveness 
of the teaching and the pertinence of the curriculum depends 
the success of the school. Many discipline problems, for exam- 
ple, can be traced to an inadequate, ineffective curriculum for 
some or all pupils. Emotional disturbances of teachers, frustra- 
tions about teaching, feelings of insecurity, or dissatisfaction 
with the results of one’s efforts — all of these problems are lilcely 
to be related to the appropriateness of the curriculum and the 
manner in which learning activities are directed. 

The school is built around the curriculum; administration 
exists to malce the program ^ective. Parents are interested in 
“what our chdd is learning.” Buildings are increasingly being 
planned in terms of curriculum needs. 

Therefore, it is important that xve examine the teacher’s role 
in planning the curriculum and directing its development both 
162 
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in and out of the classroom. This diapter discusses the general 
organization of the curriculum and presents some definitions, 
a brief historical background, some types and cliaracteristics ol 
ciirriculums, and some suggestions for curriculiun improvement; 
the next chapter discusses the organization of courses and units. 

Definitions of the currictilutn. There are various concepts of 
tlje curriculum. One concept, tormcrly held by many educators, 
defined the curriculum as a body of knowledge set forth by text- 
Iwoks or courses of study. Teaching consisted of presenting this 
knowledge in a systematic sequence for pupils to absorb as best 
they could. Frequently, rather effective learning took place, 
especially if tlie material was selected in terms of tire tnie inter- 
ests of pupils and the teacher understood youngsters. 

Tliis concept is still accepted by some teachers. Their goals 
and methods of teaching are established uithin the framework 
of a systematic outline of sub/ect matter. Although this is not 
recognized as the ideal, certain teachers have had success witlt 
this concept over a period of years. 

Another concept Iiolds lliat the curriculum consists of the 
actual experiences of boys and girls, that they really learn only 
what they experience, and llwt the curriculum consists of what 
is learned, not what is set out to be learned. This concept, based 
on modem psychology of learning, does not deny the need for 
careful planning, nor does it imply a lack or over-all organiza- 
tion. Although there are extremists xvho mHintain that all of the 
learning experiences of boys and girls should be allowed to 
develop spontaneously “on tJie spot," most advocates of this 
point of view believe that planning and organization are even 
more essential than formerly. Tliey should operat-‘ in terms of 
experiences ratlier than a body of knowledge. 

Tire objectives of modem education deal witli behavior, not 
subject matter. Thus, learning is concerned with experiences 
that promote desirable beliavior. By this concept , knowledge is 
what grows out of an experience, and subject matter is used to 
make tlie experience more meanin^ul. Subject matter consists 
of all of the materials, data, ideas, and resources used to enrich 
the experience. 
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The experience concept of flie curriculum has introduced 
another important factor into the definition of the curriculum. 
According to the body-of-knowledge concept, all learning took 
place in the classroom. Obviously, ho\vever, boys and girls have 
experiences outside as well as inside the classroom. Thus, some 
persons have defined the curriculum as all of the experiences 
of youth; others, as only classroom experiences. In the modem 
scliool the latter definition is probably too narrow. Many of tlie 
richest and most worthwhile experiences occur in the corridors, 
at the football game, and in other out-of-class activities. On the 
other hand, the school cannot assume responsibility for all of 
youth’s activities. 

To summarize, the definition advocated in this book and held 
by forward-looking teachers today is: The curriculum consists 
of the directed experiences of youth, classroom or otherwise, 
ou€T luhicli the school has /urisdiefion and control. 

Other terms defined. There are several other curricular terms 
that are used frequently and that should be understood by 
teachers. Frequently, we refer to a pupil’s program, meaning 
his individual pattern of experiences or his personal curriculum. 
This term has tended to supplant the term progfoin of studies, 
which more aptly applied to the knowledge concept of the cur- 
riculum. 

The terai subject is used to designate a limited group of ex- 
periences or a body of knowledge such as history or reading. 
The term area designates a broader group of experiences for- 
merly defined by several subjects, such as social studies or 
language arts. 

Tlie term course is used to designate a group of subjects or 
part of a curriculum followed by a group of pupils, such as a 
business education course. This includes four or six year’s work 
in the business education area, the social studies, science, or 
some other subject or area. It is used to indicate the nature or 
major emphasis of the programs for a group of pupils. 

Tlie term course of study is still widely used to refer to a Nvrit- 
ten outline of the curricultiin, or a part of it, such as a subject 
or the work of one or several grades. This term may describe 
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either the body of knowledge or the experiences of the curricu- 
lum. It is, howev’er, gradually being supplanted by the term 
teacher s guide, which implies more flexibility and more empha- 
sis on teaching aids than the course of study did. 

Tile various types of units are defined in the next chapter. 
Generally speaking, however, a unit may be thought of as a 
related group of experiences within a subject or area. Other 
terms, dealing with types of curriciilums and their pattern^ of 
organization, will be defined as they are discussed in a later 
section. 

The DEVCLop^^E^^r of the Scoondahy School CuRracumii 

The carlij schools. The curriculum of the modem American 
high school can best be understood tlirough a brief analysis of 
the factors affecting its development. The earliest secondary 
school in this country was the Latin grammar school, whose 
major claims to being secondary lay in the fact that its clientele 
were adolescents and it provided training for direct entrance 
into what was tlien called college. Its curriculum was concerned 
primarily ^viUl Latin, Greek, grammar, Bible study, and some 
European and church history. Its purpose w’as to prepare young 
men for college and tlience for the ministry. In terms of this 
objective, it presumably ser\’ed its pupils well. ( See Chapter 7. ) 

However, not all young men wanted to become ministers. 
As business developed in the colonies, there developed a de- 
mand for a more practical education— one that would serve 
youthful apprentices and provide practical business training. 
Tlius arose a group of schools variously known as: “writing 
schools,” to distinguish them from the Latin grammar schools 
^rhich did not, at first, teach svriting; “private venture” schools 
indicative of their method of support; “boarding schools,” as 
some of Uiem were; and “free" or “public” schools. The fore- 
runners of the “academy,” these schools ^vere the first to attempt 
to provide a practical curriculum: writing, “cyphering,” all 
branches of mathematics — geometry, algebra, geography, navi- 
gation, and mercb.ints' bookkeeping — surveying, and some Id- 
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cal geography and history. Latin and Greek, having no practical 
value, were omitted from the curriculum of tliese scliools. 
cause of their British prototypes, these schools were sometimes 
called English grammar schools. Some, particularly the board- 
ing schools, admitted girls.* 

Nineteenth-century education. Gradually the Academy, in- 
r uced about 1750, and the high school, introduced in 1821. 
^ine in popularity and became the college preparatoiy and 
e practical schools of their time. Both served their purposes 
well for a while. 

however, the Academy gave way to the higb 
smTLn ‘ free, but it began to offer 

courses' and thus pros'ided a belter 
one dfoct!^ whose' interest changed to shift fnw 
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effectiveness of the high school curriculum for many of its 
students, and the tremendous numbers who dropped out of 
scjjool. Between 1890 and 1930 more than a dozen national 
committees produced reports designed to give guidance in re- 
vising the curriculum. For example, the National Educational 
Association appointed a Committee of Ten in 1892 to study the 
secondar)’ school curriculum and college entrance requirements. 
The coroiltee decided to hold a series of conferences in each 
of the major subject areas, and as a result of these conferences 
made recommendations in 1894 designed to strengthen the col- 
lege preparatory function of the high school. 

Several other professional organizations such as tlie American 
Historical Association, the National Society for the Study of 
Education, and various departments of the National Educational 
Association also appointed committees from time to time, which 
in turn Issued reports and recommendations for improving the 
secondary school curriculum.* 

Unfortunately, ho\vever, most of Oiese committees were 
dominated by college professors and administrators whose chief 
interest was the improvement of the product being sent to 
college. Tlic curriculum for tlie Increasingly swelling enroll- 
ments became more and more remote from real needs. Other 
social and educative agencies — the home,.the church, and tlie 
community — shifted many of their responsibilities to the school, 
and a tremendous lag developed between the actual needs of 
most youth and the typical high school curriculum. 

During this period several efforts were made to improve con- 
ditions. As secondary educatioB was gradually made compul- 
sory, "extra-curricular” actiWties were introduced, a testing 
movement got underway, "\’Ocation" education developed, and 
such subjects as industrial arts, fine arts, music, and physical 
education made their way into the sdiools. But still the cur- 
riculum lagged. (The de%’elopment of the curriculum up to 
this time is summarized in Figure A.) 

s Tor a moro detailed analysis of the worfc of some of these comnultees, see 
Hugh B. Wood and Howard J. Akeis “The loHiience of Committees on the 
Social Studies." Socfal Sfudiw, Febniaiy, 1951. 
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Recent developments. During the past 20 years, however,* 
significant strides have been taken in general curriculum im- 
provement. In the first place, national committees gradually 
became more realistic. ^VhiIe some of their reports were still 
quite learned, academic, and sometimes unrealistic, the work 
of these later committees was marked by ses’eral distinct trends: 
(a) they were based more on actual investigation, experimen- 
tation, and surs'ey than on “arm-chair philosophizing” as for- 
merly was the case; (b) many included descriptions of newer- 
type programs in operation so that teachers could read and 
adapt them to their own situations; (c) increasing consideration 
was given to the 80 per cent of our high school youth who do 
not go to college; and (d) attempts were made to implement 
the c0ectiveness of their reports through committee and organi- 
zation sponsored conferences, study programs, magazine arti- 
cles, and other devices. 

An analysis of the work of tliese various groups reflects the 
liberalization of curriculum thought and action that has taken 
place during the past 20 years. Some of the more important 
committees are listed below: 

1. The Committee on the Orientation of Secondary Education, 
appointed J)y the NE-A Department of Secondary School Princi- 
pals in 1932, produced first a statement of ten Issues of Sec- 
ondanj Education and then, in an analysis of ten Func- 
tions of Secondary Education. The committee implemented its 
work with study guides, study programs, lectures, courses, and 
conferences. These pronouncements still provide a good sl-irt- 
ing point for curriculum lropro\-cmcrt by defining the purposes 
of secondar)' education. « 

2. Tlie New York Itcgents ordered a state-wide survey of educa- 
tion in tliat state and the committee on the high school phase 
issued about 193S: Iligfi School and Life, Education for Cili' 
zcTuhip, ^V'/ien Youth Leave School, and Education for Work. 
Because of the tborouglincss of the survey, and because it so 
accurately set tbe challenge for teachers of the other 45 states, 
it was read widely. It fa still useful as a description of tradi- 
tional education. 

3. Tlic American Youth Commission, appointed by the American 
Coundl on Education, considered the inadequacies of American 
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education for the depression years, 1955-39. Its vocational 
emphasis is indicated by the lilies of some of its studies: How 
Fare American Youth?, Youth Tell Their Story, Matching Yoirth 

• and Jobs, Equal Educational Opportunilt/ for Youth, What the 
High Schools Ought to Teach, and A Program of Action far 
American Youth. 

4. Special committees of the Sodety for Curriculum Study (now 
part of the Association for Supenision and Curriculum Devel- 
opment, NEA) issued a series of reports beginning in 1935; A 
Challenge to Secondary Education, Integration, The Changing 
Curriculum, The Community School, and An Ecoluafion of 
Modern Education. These reports introduced realism and prac- 
ticability in describing some erperiences in actual school 
situations. 

5. The Educational Polides Commission of the National Educa- 
tion Association and the American Association of School Ad- 
ministrators began its work with a series of nation-wide con- 
ferences, foUowed by a long list of pronouncements beginning 
in 1937. Some of the most sign^cant included: The Unique 
Function of Education in American Democracy, Purposes of 
Education in American Democracy, Learning the Ways of 
Democraaj (a case book describing democratic practices in 
specific schools), Education of Free Men in American Dem* 
ocracy. What the Schools Shoufd Teach in Wartime, and 
Education for All American Youth. The last was graphically 
summarized by the National Assodation of Secondary School 
Principals in Planning for American Youth, niese statemerjts 
«’ere prepared by some of the distinguished educational leaders 
of our limes, and svere supported by the largest and most im- 
portant professional orgaaizations in America. They were 
iridely read, espedally at the leadership level. They were 
implemented by study guides, study groups, national confer- 
ences, lectures, and many other methods. 

6. The Eight-Year Study of the Progressive Education Assodation 
was one of the most significant undertakings of this period. 
Thirty high schools worked cooperatively from 1932 to 1940 to 
develop better curriculums within their respective schools. 
The report of this program, issued 1942-43, comprises five 
volumes; Story of the Eighf-Yeor Study, Exploring the Cur- 
riailum, Approtsing and Recording Student Progress, Did They 
Succeed in College?, and Thirty Schools Tell Their Story. This 
study was unique among the oUiers because it was based com- 
pletely upon actual schools ca school systems. 
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7. Tlie Coromission on Seconjlary Scliool Curriculum of the North 
Central Association of Colleges and Secondary Schools issued 
in 1942 a definition of General Education in the American f/igh 
School. This report included a timely restatement of democratic 
values to be emphasized in the liigh school, and descriptions ol 
significant programs in specific scliools. 

8. Stanford Universit)', with the financial help of the General 
Education Doard, sponsorctl from 1939 to 1943 a study of 
social education in the selected schools. Through summer 
workshops and consiiltixc service, tliese schools worked to- 
gether, ptdianging ideas and materials, in the development of 
a core curriciilum centering around the area of the social 
relationships of mankind. The best-knosvn report of this study 
is Education for Social ComjKtcncc. 

9. A committee appointed by Harvard Unhersity produced in 
1£MS one of the more conservati»e reports, Genera! Education 
in a Free Society. Tliis report sets the goals of secondary 
education and shows how the)' may be attained through a 
subject-centered curriculum. 

10, In 1940 the John Dewey Soaety issued The American High 
School, a report setting the pur(»osesof flie school and endorsing 
the core or common learnings program. 

11. TJie Life Adjustment Education program is an outgrowth of a 
series of conferences sponsorwl by the United States Office of 
Education since 1943. Tliis program is concentrating on the 
general education needed by 100 per cent of our j-outh It is 
vitally concerned with the neglected group of pupils who drop 
out or do not attend college Its major publication >s Life 
Adjustment Education for AH American Youth.* 

hfany other committees could be mentioned, some of which 
have performed in equally challenging ways. It is becoming 
increasingly clear to teachers, however, that the task of improv- 
ing the ^ucational experiences of boys and girls is largely 
theirs. There has been considerable thought and action at the 
top level; we need now to apply this in tlie classroom. 

Some of lliis application has been evident in such programs 


* For a furlliM siiminary of the woHc cS somr of tliese cominittees. see Harold 
Spears, The High School for Todag (New York' Tlie American Book Com- 
pany. 1950), pp. 25-44. 
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2. Some courses have been combined or fused to supplant or 
supplement existing courses. Illustrations are: American prob- 
lems, a fusion of sociology, economics, civics, and government; 
general science, a fusion of biology, physics, and chemistry; 
English or language arts, a fusion of composition, spelling, pen- 
mansliip, reading, and literature. 

3. Enrollments in foreign languages, especially classical lan- 
guages, have decreased sharply. A foreign language is no longer 
considered essential for graduation from high school or even 
for college entrance in many instances. 

4. Enrollments have shown a oorresponding increase in voca- 
tional studies, such as business education, home economics, agri- 
culture, and industrial education. 

5. The quantitative requirements for graduation have in- 
creased. Most high school pupils are now enrolled in five or six 
courses each day rather tljan in four as formerly. In some in- 
stances this has increased the proportion of elective work. 

Other changes have taken place in some schools and may be 
setting the pace for eventual universal acceptance. 

6. An experimental philosophy is accepted in many schools. 
Teachers are encouraged to experiment in the classroom wtli 
new methods and techniques, new materials, and new patterns 

. of organization of materials or experiences. 

7. Emphasis is being placed on purposeful activity in the 
classroom. This includes experiences that improve behavior, 
a more democratic atmosphere, pupfl participation in planning 
and directing their o^vn activities, cooperative evaluation tech- 
tkiques, and bringing the school and community closer together. 

8. Several new concepts of the "core” of the curriculum are 
developing. Most of these imply a closer articulation of mat^ 
rials and experiences of learning; some imply a greater emphasis 
on learning experiences rather than subject matter. 

Some of these practices are illustrated in the next chapter. 
The contrasts that these trmids have brought about in our 
schools may be seen in Figure B. 
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Then 

The curriculum and textboc^ 
were synonomoas. 

Tlie curriculum was made in ad- 
vance of the learning situation 
and was rigid. 

Tlie curriculum was based on a 
narrow comparlmentalization 
of knowledge or subject 
matter. 


The classroom was dominated by 
the teacher, 


Pupil activities were mostly read- 
ing. reciting, drilling, and 
taking tests - learning was 
presumed to be passive. 


Evaluation was based on mastery 
of subject matter. 

Education was limited to the 
four w.alls of the classroom. 

Tlie curriculum was uniform for 
all. 


Note 

The curriculum comprises tlie 
guided experiences of young 
people. 

Tlie curriculum is planned in 
broad outline but develops in 
its specifics with each learning 
situation — it is fle.tible. 

Tlie curriculum is broad in or- 
ganization with emphasis on 
the interrelatedness of e.xperi- 
ences, and is concerned with 
attitudes, appreciations, under- 
standings, skills — all phases of 
growth and development. 

Tlie teacher has a dominant role 
in bringing out the potential- 
ities of youth, hence may often 
appear to be in the back- 
ground 

Pupil activities include many co- 
operative projects, forum dis- 
cussions, making things, ex- 
cursions, library searching — 
are practically unlimited in 
type and scope — learning is 
active. 

Evaluation is based on total 
growth and development. 

Education is as broad as life — 
classroom is wherever there 
are learning opportunities 

The curriculum includes com- 
mon learnings and many indi- 
vidualized experiences 


Figure B. 

The “Cote" of the curriculum. Wliat is the meaning of this 
term? Traditionally, the core of the curriculum referred to the 
subjects required of all pupils. Today, this is still a common 
concept, for many states or local school systems require certain 
courses for graduation. 

A second concept assigns an entirely different meaning to Uie 
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term. The core is one subject, sudi as social studies or science 
or a fusion of social studies and language arts. The neu' area of 
learning usually is called social education or social living. Fre- 
quently, the core subject is assigned a longer period — two or 
three hours — than otlier subjects, and the teacher of this area 
is frequently responsible for borne room and guidance activities. 

These two concepts imply that all core experiences are to be 
found in one or several subjects, and that all of the learnings 
of this subject or of these subjects are essential for all pupils. 
They also establish a hierarchy of values among subjects, mak- 
ing some more “respectable” than others. It is doubtful if either 
of these situations is true. 


A third concept defines the core of the curriculum as those 
experiences in each and every subject that are essential and 
common for all j-outh. Thus, we may have certain subjects 
containing many core experiences and so we require all pupils 


*'~^"ta'ke these subjects, however, there %vil] proh- 

ably be elective ones. Some sab- 

jecls, vocational or avocaHoilf. *” f 
periences essential for all youth. '™® o®'® ^us may be 

used to differentiate between commeP specialized expen- 
ences. The common experiences, tbosfe essential^ for all you . 
make up what some call the “common le^“S^ program. 

An ideal core. This leads to the question, 5**^ 
we tr>' to combine all of the core e.’tperiences bigh schoo 
curriculum into one or h\xj leamiog areas?” Presi’^^bly ttese 
would be dra>%-n from the present areas of social ^diusAhu* 
guage arts, science, mathematics, health, home 
perhaps others. Tliere would, of course, still be a nee| 
cializ^ courses in tliese areas to satis^ indmdual ® 
interests. The core area xvould provide leads into the® 
specialized subjects. \ 

One of the major difficulties in the development of\ 
“common learnings” subject is the lack of a teacher edu^ 

‘For a further desoipCion and evafiufion of this concept. See 
Amcnran Ycrufh, National Assacutioo of Secondary ScJiool Frinapals, X'-^^ 
( Washington. D C. The Associabon. 1M4), W p. 
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program that would dewlop the necessary competencies to 
teacii it. However, with iour or Bve years at the collegiate level 
within which to provide sudi an education, the problem does 
not seem to be insurmountable if we are Nvilling to discard some 
of the present subjects in the teacher education program. 

The trend toward this concept of the core of tire curriculum 
or a common learnings area is perhaps the most significant 
movement in education today. It can come only gradually. Each 
teaclier can help, however, by examining his teaching areas and 
classifying and organizing experiences as common or individual, 
essential or optional, according to interest. 

Furtliermore, he can encourage “block scheduling” and ex- 
perimentation with fusion which leads to the common learnings 
area. By block scheduling, one teacher is assigned the same 
group of pupils for two or three consecutive periods for two or 
three different subjects. He may have, for e.xample, the same 
30 or 35 pupils for language arts, social studies, and science, 
or any two of these subjects. Thus, he is free to experiment 
with overlapping projects and fusion of experiences and subject 
matter. He may ignore class bells between periods and thus 
gain freedom in organization. Certainly, he will come to Imow 
his pupils better. 

Smnmon/, We are gradually moving away from the tradi- 
tional, narrow, compartmentalized, subject-centered curriculum 
to one composed of broad areas or fields, wth an emphasis on 
need-satisfying experiences. We may hope in tlie future to move 
continuously towards a curriculum centered around a common 
learnings area with many elective specialized subjects to enrich 
each pupil’s program. 

A CuiUUCULUM FOB THE TRANSITIONAL PiailOD 

Wliat can the beginning teacher expect to find in the average 
American scIjooI today? At best, he can Iiope that the curricu- 
lum is in a transitional stage, mos'ing in the direction of the 
trends listed above. 

In order that he may understand and appraise the total cur- 
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riculum and make his contribution to its continuous improve- 
ment in the system, the following is offered as an example of a 
curriculum representing a forward position in this transitional 
period: ( Such a curriculum certainly would need to be tailored 
to meet the size and type of school-community it is intended 
for.) 

1. The social studies, emphasizing experiences that contrib- 
ute to: 

(a) tlie development of attitudes that are consistent %vith 
the democratic way of life, that encourage respect 
for the rights of others, a desire for social betterment, 
and the will to contribute one’s share. 

(b) the development of an appreciation of man’s cultural 
heritage and particularly his obligation to utilize it 
effectively and to advance it; of the process of social 
progress, and of man’s ultimate social and individual 
potentialities. 

(c) the development of techniques, skills, and abilities 
that enable man to live happily and successfully and 
to make his appropriate contribution to society, com- 
munication techniques as well as those involved in 
leadership and followership, the evaluation of propa- 
ganda, exercising one’s franchise, studying a problem, 
and the like. 

(d) the development of concepts, generalizations, and 
understandings that make possible and encourage 
personal and group thinking, individual and social 
action. 

(e) the development of habits of study, research, cooper- 
ation, industry, social participation, and other forms 
of behavior conducive to tlie advancement of civili- 
zation. 

(£) the acquisition of specific knowledge, information, 
facts, and data, basic and concomitant to the devel- 
opment of these attitudes, appreciations, techniques 
and skills, tinderstandings and concepts, and habits. 
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YccrJy themes for each grade level: 

Gr. 7 — The local community and state: its economy, its political 
and social problems, its history, its improvement; community 
survey, community study, and community projects. 

Gr. 8 — The broader community — our country: its economy, its 
geography, and historical origins and development, \vitli em- 
phasis on tlie simple, small-town, agrarian life prior to the 
twentieth century. 

Gr. 9-10 — "One World,’* a stnd)' of typical and significant 
world cultures today: perhaps one or two ancient and primi- 
tive cultures, but major emphasis on European, Asiatic, Latin 
American, and Canadian culture, beginning with current con- 
ditions and problems, leading to historical origins as neces- 
sary, and renihing in an understanding of tiieir aestlietic as 
well as industrial scientific, economic, and political contribu- 
tions to world welfare. 

Gr. 11-12 — Socio-economic-political problems and their Amer- 
ican historical antecedents as found for tlie most part in the 
period since 1875: a tltorough analysis of these problems at 
the local, national, and world level. 

The arc.'i of social science may include guidance and home- 
room activities. All six years should be required as part of 
the common learnings area. 

2. Tlie sciences, emphasizing experiences that contribute to: 

(a) the development of scientific attitudes toward the 
solution of problems — e.g., system and order, testing, 
critical outlook. 

(b) an appreciation of llie power of science and the need 
for its social control to good ends. 

(c) the development of lecluiiques, skills, and abilities 
necessarj’ for understanding man's relationship to his 
universe and for his basic performance in scientific 
matters. 

the dev’eJcpment of understandings; concepts, prin- 
ciples, and generalizations needed to profit by man- 
kinds accumulated heritage in science. 
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(e) the de%’elopment of habits of scientific living and 
behavior. 

Ycor/y themes for each grade level: 

Gr. 7-9 — General basic science, with emphasis on consumer 
problems such as forces of nature and how, if harnessed, they 
help man; communitj’ sanitation and personal health; plant, 
animal, and human growth, development, and reproduction; 
chemislt}' of food, fuels, and other household products. Part 
of the common learnings area, this course should be required 
of all students. 

Gr. 10 — Biology, a specialized course, may be required in lieu 
of adequate courses in grades 7-9. Emphasis, if part of the 
core, should be on human behavior and human relations. 

Gr. 11-12 — Chemistry and ph>*sics, highly specialized, college 
preparatory, elective courses, based on practical, up-to-date, 
laboraloiy experiences. 

Gr. 11-12 — Advanced consumer science, for those who need 
further experiences in practical consumer problems in science 
with emphasis on the place of science in, and its contribution 
to, our everyday lives. 

3. The arts of expression, with emphasis on the development 
of effective communication, both socially and aestheti- 
cally, in the basic language and in one or more of the 
supplemcnlaiy skills. The arts of expression are: 

(a) The language arts, including spealdng, listening, writ- 
ing, reading, spelling, composition, and penmanship. 
Typewriting may be included as a supplementar)' 
skill. 

(b) Mathematics, the quantitative language. 

(c) Arts and crafts, including painting, drawing, sculp- 
turing, leatlierworldng, metalworking, woodworking, 
sewing, weaving, puppetry, stage craft, and other 
fine arts and avocational crafts (e.g., cooking). 

(d) Music, both inslnimental and vocal. 

(e) Foreign languages, with major empliasis on the cul- 
ture of the people who speak the language, the vO- 
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cabulary, and functional use of the language. Read- 
ing should be emphasized. 

Grade Emphases: 

Language arts and mathematics sliould offer general, common 
experiences in grades 7-9, approaching the basic competency 
needed for senior high school and adult life. Coitrses above the 
9th grade should be speciahzed or remedial and may include: 
journalism, speech, dramatics, literature appreciation, movie 
and radio appreciation, creative writing, business English, reme- 
dial reading, remedial speech, remedial composition, algebra, 
geometry, trigonometry, remedial mathematics, and finally, 
consumer mathematics as a capstone to common learnings in 
mathematics. 

Arts, crafts, and music should offer exploratory experiences 
of a general, common nature ns the basis for specialization in 
shills of tlie individual’s choice. If these exploratory experiences 
are provided in the elementary curriculum, then specialization 
may begin in the 7th grade or earlier. These experiences need 
not parallel each other. For example, a pupil may be highly 
specialized in painting while exploring tlie field of mixsic. The 
offerings in these areas will be conditioned by the demand for 
them and the size of the school, but might include exploratory 
courses in fine arts, crafts — Including industrial arts — and mu- 
sic, appreciation courses in art and music, and specialized 
courses in painting, free hand drawing, mechanical drawing, ad- 
vertising and commercial art, photography, metal working, 
woodworking, band, orchestra, chorus, and perhaps other skills. 
Tliese subjects should be open to pupils on the basis of ability 
and proficiency, rather than grade leveL 

Foreign langu.ages should be offered On an elective basis to 
the extent of demand. The presence of large ethnic groups in a 
community might serve as a basis for determining which lan- 
guage to offer. For example, Nor^vegian might be offered in a 
community where many Norwegians live, or Spanish in the 
Southwest. More formal language subjects may be needed in 
some schools for college pre-professional training. Avocational 
foreign languages might well begin in the elementary curricu- 
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lum; formal courses should be delayed until the last year of 
high school. 

Hie eBectiveness of the arts of expression will be enhanced by 
providing many opportunities for youth to use their skills out- 
side of their formal classes in this area. Tliis can be done 
through school-wide activities such as plays> operettas, exhibits, 
recitals, pageants, carnivals, and concerts, and through the util- 
ization of these skills in other classes, such as the use of mathe- 
matical formulas in science, graphs in social studies, painting 
and drawing in most subjects, foreign languages in world cul- 
tures, correct English in all classes, and so forth. It is tlie func- 
tion of other teachers to encourage boys and girls to practice 
and use these skills in their everyday experiences and to insist 
on their correct and effective use. 

4. Vocational education, emphasizing the development of 
pre-vocational and vocational skill and proficiency and the per- 
sonal-social development essential to holding a job and progress- 
ing in it. Vocational education at the secondary level usually 
includes five areas: 

(a) Home Economics, including experiences in tlie tasks of 
making a home: cooking, sewing, decorating, home nursing, 
child care, gardening, home mechanics, personal relations, bud- 
geting, home management, building and keeping a home, and 
home-making for boys. 

(b) Business education, including experiences for the con- 
sumer as well as skills needed in business and industry. 

(c) Industrial education, providing terminal training for 
certain industries, preparatory training for those requiring more 
teclmical and longer training and for which the demand is too 
limited to justify equipment and skilled teachers. 

(d) Agricultural education, including actual experiences on 
a farm. 

( e ) Pre-professional education, including such teclmical sub- 
jects as required for admission to college pre-professional 
coMsses, such as advanced msrtbemarics for engmeeiing 
teclmical science for medicine. 

Grade Emphases and Subjects: Generally speaking, vocational 
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educalioD, as sucJi, sliotild not begin before the upper JiigJj 
school grades. It should be noted, however, that many of the 
avocalional experiences in the arts of expression will lead di- 
rectly into vocational courses. 

Home economics: cooking, sewing, home nursing, and gen- 
eral homemaking (perhaps two years), and home economics for 
boys. These courses should be required of all as potential home- 
makers. 

Business education: typewriting, stenography, general busi- 
ness practice, office practice, bookkeeping, salesmanship and 
retailing, advertising, commercial law, and office machine op- 
eration. 

Industrial education: carpentry, painting, auto-mechanics, 
machine shop methods and specialized trades according to 
demand. 

(d) Agriculture education: crop production, livestock pro- 
duction, poultry raising, marketing, and truck and general farm- 
ing. 

(e) Pre-professional education; technical specialized sub- 
jects in science, social studies, and arts of expression. 

5. Personal development, emphasizing the physical and men- 
tal well-being of the individual. This area includes: physical 
education, personal and social guidance, whicli may be pro- 
vided in the social sciences or separately, and personal hygiene 
or healtli, which may be a part of the science program or a 
separate subject. 
drade emphases: 

Physical education, emphasizing ^oup games, muscle and 
body-building activities, fair play, cooperation, individual sports 
in upper years, and corrective work wlienever needed. 

Physical education should be required each year in diminish- 
ing degree, perhaps five days per week in the junior high school 
and two or three daj’S per week in the senior high school. 

Personal-social guidance, which includes problems of per- 
sonality adjustment, selection of a high school program, a col- 
lege and/or a job, job analysis, and human relationships. Many 
of these experiences may be fused with social studies in a core 
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program but a separate unit or a semester’s work should be 
pro\-ided at the 9th or 10th grade level to care for the sudden 
awareness of tlie problems usually occurring at this time* 
Personal hygiene is a special subject for 11th or 12th grade 
to provide an outlet for a discussion of these problems inasmuch 
as general science for all has been discontinued at the 9th grade 
level. 

These latter two subjects may be fused and offered in a two- 
year sequence or they may be fused with the consumer science 
course and offered as a three-year sequence, two or three days a 
week to alternate with physical education. These experiences 
should be a part of the common learnings area and required of 
all. Again, it must be said that this represents desirable rather 
tlian standard practice. 

Sc/iedu//ng the cumcuUm. The curriculum outlined above 
may be recognized in some degree in most American high 
schools. In larger schools most of tltese subjects are offered each 
year, but many smaller schools have found it necessary to alter- 
nate certain subjects from year to year. Very small schools 
employing three or four teachers are able to offer a rich curricu- 
lum only by combining several subjects under one teacher. For 
example, a teacher might direct a group of pupils in one room 
where a few were working on journalism, a few on dramatics, 
a few on speech, and so on, or a group in specialized fine art 
media with a few painting, a few sculpturing, a few drawing, 
etc., or a group in several different phases of a business educa- 
Fnwr Yeah Skco-nd Yeah Third Yeah 

IstSem. 2ndSem. IstSem. 2ndSirm. IstSem. 2 ndSem. 

Journalism Dramatics Journalism Dramatics Journalism Dramabes 

„ or or or or or 

Rem. Eng. Literature Rem. Eng. Literature 

Bus. Eng. Other Speedi Other Creative Other 

Writing 

tion course. Another plan provides for the organization of a 
two or thre e year course of Sexible units based on what in larger 
are vario<« ways of handfins flte guidance program. See Chapter 12 
lor a turther discusaon of this area. 
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scliooU \vould be separate subjects. For example, practical 
English for Sophomores, Juniors, and Seniors in a 60-pupil sLx- 
year high school might be organized as follows, svith 30 tenth, 
eleventh, and twelftli graders in one class svidi one teacher. 
This would require the teacher to divide his lime among two 
or three groups during the week or month, but not necessarily 
every day because pupils of this age may \t'ork independently 
for long periods of lime. It would also require some guidance 
to provide for both individual needs or shortages and individual 
talents. 

Tliis same type of plan may be applied in other areas such 
as arts and crafts, music, business education, and industrial edu- 
cation. The capable teacher and school administrator svill work 
out many such ingenious devices for enriching the curriculum 
of a very small scliool. 

How do the offerings of the transitional school appear from 
the viewpoint of the pupil? (See Figure C.) In the junior high 
school years, he >vi]] be enrolled In social studies one period, 
science one period, language arts and mathematics one or two 
periods depending on need, and physical education one period, 
to provide common learnings. A SLt-period day would thus leave 
one or two periods for elective experiences in the arts of expres- 
sion. A seven-period day might well be utilized to provide a 
greater proportion of electi%'e experiences. In a four-year high 
school plan, some of this elective time in the ninth grade might 
be diverted to vocational education. 

The senior high school pupil will build his common learnings 
around the social studies for one period, personal development 
for one period, and a vocational area for one or two periods. In 
a suc-period day he will thus have two or three periods for elec- 
tive experiences. 

It must be emphasized again that this curriculum represents 
only a pattern. Tlie courses could be taught as a body of knowl- 
edge and skills to be acquired, or they can provide the basis for 
Ah’-rfagsb jsf in.')}' 

satisfy their many needs, ^\'hich result is achieved will depend 
on the effectiveness of the teacher. 




Ficche C. 
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The teachers responsibSHt/ in improcing the curricuhim. T})e 
teacher now has a method of operation to guide him in Iiis im- 
mediate task. It is to be hoped that he will be called upon and 
\vi\\ want to help improve the general curriculum of liis school 
system. He will, of course, be largely responsible for the con- 
stant improvement of his classroom work, Ujc functional cur- 
riculum. He should also participate in the overall planning of 
tlie goals of education and the general curriculum pattern hy 
which the community desires to attain those goals. lie should 
be concerned \vith such questions as: \Miat are the purposes 
and goals of education for this communit)’? Wligt are the gen- 
eral and specific needs of youth to be served? Can tlie school 
ser%’c all of them? If not, which ones? \^^lat philosophy of 
education should underlie school policies and classroom work? 
Wliat community and other resources can be utilized in devel- 
oping cffecthv learning experiences? 

These and many otlicr questions slioxild be under constant 
consideration in the modem school. Generally, there will be 
effective leadership by the administrator to guide the entire staff 
in professional in-scrrice study, but the lack of such leadership 
should not deter the teadier from moving ahead on bis own 
front in his own classroom. 

Siuot AND Discussion 

1. How does one’s definition of the term "curricuUim* reflect his 
philosophy of education? NVlut is your definition? Define; 
pupil’s program, subject, course, course of study, and teacher’s 
guide. 

2. ’The early schools performed their appropriate functions l>ettcr 
than schools do today,” Explain and c\’nluatc this statement. 
Be spedfiic with respect to the various types of schools. 

3. Let \-arioiJS mem!>ers of the class summarize the committee 
reports listed on pages 9 and 10. From these summaries make 
n list of contrasts and similarities of their several recommenda- 
tions. 

4 . Which of the trends listed on pages 13 and 14 and in Figure B 
characterize tlie high school that you attended? Have there licen 
significant changes in your high school since you graduated? 

5. List wliat )-ou consider to be the chief advantages and disad- 
vantages of each type of core curriculum. 
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6. How did the curriculum of your high school days compare with 
the transitional curriculum described in this chapter? 

7. You are presumably preparing to teach one or two subjects in 
the high school. How does your concept of an ideal program 
in your area or subject compare with the outline in this chapter? 

8. What are some of the curricular advantages of a small school? 
Disadvantages? 

9. What part should the teacher play in determining the cur- 
riculum? The administrator? The students? 

10. Examine several general courses of study to get an over\iew of 
typical cuTiiculums of actual sdrool systems. 
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The Development of the Curriculum 
in the Classroom 


Hugh B. Wood 


One of the teacher’s most important responsibilities is to guide 
the development of the curriculum in the classroom. This neces* 
sitates a certain amount of original planning on his part and the 
adaptation of Uie plans of others to the immediate classroom 
situation. The effectiveness of this task will be tlie major gauge 
of his success as a teacher. 

The teacher \vill be concerned first with tlie planning and 
development of the entire course. Then each part or unit must 
be considered individually. This chapter describes some ways 
that good teachers have used to guide the experiences of growth 
throughout an entire course and tlirough certain units. 

Planning and Des'clopinc a Subjuctt 

Teachers will usually find much helpful guidance in planning 
the work of a given subject. There may be a state or local course 
of study, a teachers guide, a textbook, a teacher’s manual to 
accompany the te.rtbook, or some similar publication that out- 
fbies the work and offers suggestions to the teacher. 

The course of siudtj. Some courses of study, usually called 
189 
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"general” courses of study, include materials for all the subjects 
of the high school curriculum. Such courses of study ordinarily 
include introductory emphasis upon lifelong learning. It is an- 
ticipated that larger numbers of adults will enroll in night school 
classes, correspondence courses, and courses dealing wth such 
matters as; characteristics of youth, principles of learning, points 
of view or philosophy, goals or objectives of education, sug- 
gested teaching techniques, ideas for planning and organizing 
the classroom work, adapting the program to a local situation, 
a general outline of the total curriculum, and similar materials. 
A chapter or section is usually devoted to each subject, each 
course is described briefly, the purposes and content of the 
courses are outlined, and texts and other reference materials 
are supplied. Its chief value lies in presenting the total cur- 
riculum briefly in a single volume so that each teacher has an 
opportunity not only to become familiar with the work in all 
subjects, but also to visualize the pupil’s total program. Better 
coordination and integration of experiences are possible when 
teachers are familiar with the total program. 

The “general” course of study, became it gives a broad view 
of the total curriculum, cannot provide as much specific help fot 
each teacher as some might desire. This is a limitation to be- 
ginning teachers, but often special “subject" courses of study 
are abo available which fill in llie detail. 

There are many courses prepared for the subject of a single 
area, such as social studies or industrial arts. These courses of 
study may supplement the general course of study and usually 
are much more detailed. They usually include such materials as 
an introduction, perhaps a statement of philosophy, specific sub- 
ject goals or objectives, an outline of the work to be included 
in the subject or area, suggested pupil activities, somrces of 
materials, suggestions for evaluating pupils’ work, and other 
similar materiab. Usually this type of course of study is organ- 
ized into units, and details are given for each unit to be taught- 
Such a course of study has the obvious advantage, especially 
for the beginning teacher, of ofifering specific and more or less 
complete suggestions for teaching the subject or area. On the 
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other hand it does not give as complete a picture of the total 
curricuhim as the “general" type of course of studj'. Because of 
this, some teachers may be unfamiliar \vitlj other phases of the 
curriculum and fail to relate Uieir special areas to the total 
program. 

Any course of study, however, may become a “crutch” for the 
indolent teacher. Extensive detail is helpful for the inexperi- 
enced teaclter and the busy teacher may also come to rely on it. 
As t)ie teacljer gains the confidence that comes from experience, 
he should lean less and less on a detailed course of study and 
more and more on his imagination and his ovsti initiative. Unless 
he does tin's, he may become a slave to the course of study. 

The teacher’s guide. During the early part of the century, 
courses of study were quite rigid and specific in their require- 
ments. Although this became less true after 1930, some cur- 
riculum committees believe that the teacher should have free- 
dom to develop the subject, and that courses of study, even of 
tlie type now being produced, are too prescriptive. Accordingly, 
they have produced tvhat are usually called teachers* guides. 
These guides may include the entire curriculum or a single sub- 
ject or area. They tend to avoid specific suggestions; rather tlie>’ 
offer many ideas from which the teacher may choose the one 
best adapted to his needs. They usually include an introduction, 
a statement of philosophy, perhaps a discussion of pupil char- 
acteristics, general goals, many suggestions for activities and 
m.aterlals (more tli.in am be used in any one class, thus farcing 
a choice), a suggested list of units from wliich tlie teacher and 
pupils may choose, suggestions for evaluating pupils' work, and 
similar materials. Although the content of these guides may 
appear similar to that of courses of study, there is usxially much 
more flexibility and more choice left to the teacher and pupils 
in the guides than in courses of study. This has advantages for 
the experienced or imaginative teacher, but may be confusing 
to the beginning teacher. 

The teacher’s guide type of aid attempts to demonstrate a 
more democratic approach to curriculum planning than the tra- 
ditional coxirse of study. It assumes tliat there will be some 
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pupil participation in planning Hie course, and flexibility in the 
selection of specific units to be studied. Teacher s guides may 
be quite general and sketdiy or they may go into extensive 
detail. 

Frequently the teacher’s guide is supplemented by individual 
resource units which contain extensive suggestions for develop- 
ing the details of each unit. These units include the objectives, 
an outline of the subject contents, suggested activities (usually 
more than can be used with a single class), materials of all types 
(books, films, recordings, etc.), and other suggestions for plan- 
ning and teaching the unit. The availability or lack of resource 
units often effects the organization of the course. The busy or 
inexperienced teacher may be tempted to include only those 
topics for which resource units are available and omit other 
equally important aspects of the course. 

Mmlnlslrators differ in their acceptance of the newer type of 
teacher’s guide. Some want their teachers — especially begin- 
ning teachers — to follow a definite prescription such as the 
earlier type of course of study. Others are quite willing for their 
teachers to use the less formal guide and supplement it with 
their own imagination and the suggestions of their pupils, espe- 
cially If the teachers have been well-trained. 

The textbooh. If no course of study or teacher’s guide is 
available, the teacher may wish to follow the outline of a good 
textbook. Such a textbook may be prescribed by the state de- 
partment of education or the local school authorities, or it may 
be one of the teacher’s o>vn choosing. Many of the better text- 
books today include suggested pupil activities and other aids at 
the end of each chapter. These may include an outline of the 
chapter, questions on the content of the chapter, lists of signifi- 
cant dates, persons, or events, vocabulary lists, exercises, experi- 
ments, problems, references for further reading, and other study 
and summarizing materials that offer suggestions to both the 
teacher and the pupils. 

It is generally agreed that textbooks are likely to be more 
satisfactory if they are selected by committees of teachers rather 
tlian prescribed by slate adoption. However, most states that 
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of experience, and similar factors may tempt the beginner to 
follow a textbook or a course of study rigidly and witliout any 
modifications to meet local needs and interests. Tliis practice 
may help the teacher get over the first rough spots, but it cer- 
tainly should not be continued. 

The preliminar)’ planning of each subject by Uie teacher 
should include: 

1. An examination of all of the printed guides, courses of study, 
and manuals aNxiilablc. 

2. An examination of all of the source materials available: text- 
books, reference books, pamplilcts, audio-visual materials, and 
other pupil materials. 

3. A consideration of the purposes of the subject in general and 
for the specific community. In terms of the actual needs and 
interests of the boys and girls for whom the course is being 
planned. 

4. A tentative selection of units and time allotment for each 
subject. 

5. The adaptation of the printed aids or the outlining of the sul^ 
ject, on a tentative basis, to fit the situation. 

Pupil participation in planning. IHipils will learn much more 
readily and xvith greater facility if they are aware of their goals 
and if they feel that they have had a share in planning their 
educational experiences. They frequently can make intelligent 
suggestions regarding the development of their experiences if 
given an opportunity. Furthermore, since one of the ultimate 
goals of education is to develop in each learner the ability to 
plan cooperatively with others and for himself, we need guided 
planning experiences to de\-elop this ability. 

Therefore, the teacher may well devote the first few days of 
the term to planning activities in which members of the class 
participate. How this was done in one instance is described 
beloxv. The beginning teacher should realize that perfection in 
this procedure cannot be expected without considerable experi- 
ence on the part of both the teacher and the members of the 
class. 

The teacher of a tenth grade class in language arts opened the 
first meeting of the class by saying that most of the pupils had 
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spent nine years learning to read, wite, speak, and listen; Uial 
some had had more success than others; tl\at most of them could 
use some skills better than other skills; and that tlie piipils know, 
or could find, perhaps better than she could what thej’ needed 
to concentrate on during the ensuing year. This led to a dis- 
cussion of the things that pupils could expect to get out of 
language arts — the objectives, and the ways in wliicli these 
learnings could take place — activities and experiences. The 
period closed with the suggestion that each pupil for the ne.\l 
day make a list of his own strengths and weaknesses in commu- 
nication. a list of things he n-ould like to get out of the subject, 
and some ways in ^\’hich he might accomplish these goals. 

The next day the teacher asked one of the girls to WTite in 
two parallel columns on the blackboard the strengths and weak- 
nesses of tlje class as each pupil read his list. It «’as noted that 
both lists were similar, that strengths for some pupils were 
^reaknesses for others, and weaknesses for some were strengths 
for others. Tliis suggested the possibilities for cooperative help 
from each other. Tljcre svas some uncertainty for some pupils 
about their strengths, however, so the teacher suggested a scien- 
tific analysis in tlie form of a diagnostic test to discorer both 
strengths and weaknesses accurately for eacli pupil. It was 
pointed out that a similar test could be used later to see how 
much improvement had been made. Quite naturally, one pupil 
Munfed to know if the test grade would be part of the grade 
for the first six weeks. The teacher referred this question back 
to the class and the group decided that the test scores should 
be recorded to show how much had been achieved in nine years, 
but that the amount of progress was the important thing and 
should he the basis of grading. 

Tliis discussion diverted the group from its major concern 
of the moment, but opened the way for an intelligent analysis 
of pupil evaluation, grades, marking, and report cards. Pupils 
were asked to mite for the next day what tliey thought about 
tests, grades, and report cards. Some of these %vere read the 
next day, but since it was difficult to list all of the ideas on the 
blackboard, three pupils volunteered to read all of the papers 
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and to report a summary to the class at a later date. Tliey later 
suggested a diagnostic report card for language arts showing 
progress on each objective. Tliey also suggested tliat pupils 
keep ibeir o\%'n record of progress and help evaluate their own 
work. The contrasts between the attitudes thus developed and 
those usually found regarding testing and grading were quite 
marked. 

With the matter of evaluation thus disposed of, temporarily 
at least, the class returned to a discussion of strengths and weak- 
nesses. A dale for the test w-as set and the group agreed that 
the pupils should pair oil, each one selecting a partner having 
opposite abilities. Also, the teacher suggested that as the)’ 
began to work on some small group projects at a later date, they 
might wish to choose group members in terms of abilities and 
inadequacies In order to help each other. Considerable progress 
had been made in removing the stigma of low test scores and 
inadequacies when it was realized that most people have com- 
pensating abilities. 

The fourth day svas devoted to a listing and discussion of 
objectives to be accomplished. One pupil said that he needed 
to get up before the class more; the teacher suggested Uiat he 
work at the blackboard as a start while she continued to lead 
the discussion. The teacher added that he and others should 
plan to take over the role of chairman at a later date. At this 
point class organization was discussed and planned. It was 
decided to elect a general chairman and a secretarj’ after the 
planning period was completed and after the students had bad 
a chance to know each other belter. These officers were to be 
elected several times during the year so that many students 
would have experience in leadership of some kind during the 
year. 

The goals listed on the blackboard included: ability to speak 
before a group, to lead a group, to read better, to listen, to svrite 
letters and other papers, to spell, to WTite legibly, to wTite in 
good En^isb, to work with others in a group; opportunities to 
read good stories and other literature, to attend movies and dis- 
cuss them, to listen to radio programs and discuss th6m; and 
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many oUier objrcNves related to con^’crsation and wTJling. TJje 
teacher was careful to leave the objectives stated in the stu- 
dent's terms and to suggest better tv’ording only n-hen it was 
acceptable to the group and within their comprehension. Tlic 
list finally resulted in os-cr^O items which were organized under 
several major headings; later these were used on the diagnostic 
report card. 

The lime during the second week was used to list some pro- 
posed actiWties and to organize these into a plan for tlie year's 
uxirk. Major units were laid out and tentative dates set for their 
completion. Another day was given to class organization and 
the report from the evaluation committee. Tlie group svas now 
ready to begin its year's work wlh enthusiasm. English 10 was 
well under way. 

Tlie advantages of such an approach to a year’s work arc 
several. The teacher has a chance to get acquainted with her 
students quickly and they learned something about each other. 
Boys and girls thus gain a feeling of ''hclonglngness" to a group. 
They tend to feel lliat the class is “theirs.” Uliat they do ^vill 
bo a part of them; if their experiences are unSiatlsfactoiy they 
can blame themselves and take the responsibilit)’ for correcting 
matters. 'They know where they are planning to go and they 
work with enthusiasm because they have chosen the road. They 
have gained experience in group work, in leadership, and in 
assuming responsibility. Tlic resulting plans probably will not 
wiry greatly from those of ll>e teacher, but if they do, they may 
be belter. Of course, the teacher has the right and obligation 
to suggest areas or experiences when the students, with their 
limited experience, fail to develop a svell-rounded plan. 

The concept and practice of student participation in planning 
and helping to direct their own activities requires skill and 
patience in execution, but it pays dividends in achieving modem 
educational goals. The practice sliould continue throughout the 
year, tJjrougli each unit, and in the development of eacJi type 
of activity, drill as well as the more creative type. At its best, 
it might culminate in a week or ten days of summary and review 
of the year’s work. It should certainly result in a greater amount 
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of “active” learning and less "passive” acceptance of the teacher 
as the single source of all direction, knowledge, and action. 

Other planning acticitics. Many learning resources must be 
planned well in advance of the date of use. Films and other 
audio-visual aids must be ordered, pamphlets and otlier refer- 
ence materials must be on hand, resource visitors must be inler- 
siewed and prepared \vith outlines and suggestion topics. Tlie 
teacher must make certain that learning resources are available 
and suitable for every situation that can be anticipated. The 
bbrarian, the super\'isor, the requisition clerk, the administrator, 
and the students all have an important part to play in their task. 

Cooperation is the key-note to the planning and the develop- 
ment of each subject in the curriailum. Manuals, guides, and 
textbooks; pupils, teacher, and staff; definite, long-range, day- 
by-day planning %vilh good balance and reasonable flexibilit)'— 
all must blend together to create the ideal learning situation. 

E^lannlvc a-nd Dentlopinc a Unit’ 

Each subject is normally di\nded into major parts or units to 
facilitate the organization and evaluation of learning experi- 
ences. Each unit should be a coherent part of the whole course 
and related to the other units of the course. As each course is 
part of the total educational program, each unit is part of the 
course and each experience is part of a unit. All are interrelated. 
Each unit should proWde a convenient point in the course at 
which to pause and summarize, evaluate, and reorganize the 
r experiences and learnings erf the pre\ious few weeks. 

Usually units average from four to seven weeks in length, but 
may be as short as a week or as long as a semester, depending 
on the subject and the topic being studied. 

The use of unit organization. Certain skill subjects, such as 
mathematics, arts, music, and typewriting, may be organized 
systematically around basic skQls rather than units. L-eaming 
to use a saw' in industrial arts is a basic skill, not a unit in the 

* Mach of the malenal in tins section is based on: Hugh B. Wood, Flannit'S 
and Teaching CurHculum Units. Cmnciilum Bulletin. Eugene; Unhersity of 
Oregon, 1950, 20 p. 
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usual sense, and it will !«; developed tl)rDUgh a series of “proj- 
ects” or experiences requiring the use of the saw. The industrial 
arts course of study may, liowevcr, include some classroom re- 
search on the lumbering industry which might well be organized 
as a unit. Similarly, a crafts course may include a study of 
fabrics suitable for uplmlstcry. A music appreciation class may 
well include a study of church music, or the music of Spain 
or Italy, or the music of Beethoven. Each group of these ex- 
periences could he organized as a unit. But music experience 
inx'olving the development of specific skills, such as band, or- 
chestra, and choral work, are usually not organized as units. 

On the other hand, when we combine several sTcills and apply 
them to such activities as writing a letter, preparing for and 
presenting an operetta, or developing a sound insurance and 
iiwcstmcnt program, the restiU resembles a unit, Thus, the term 
unit may be used correctly to describe the major divisions of 
subjects involving considerable content { ideas, concepts, under- 
standing, attitudes), or the content divisions of skill subjects, 
but the term is a misnomer when applied to a specific or isolated 
skill. 

Types of units. The term "unit” was introduced dru-ing the 
1920‘s by the proponents of the activity movement. Reference 
was made to activity units, e.xperiencc units, interest units, and 
tlie like, in order to convey the philosophy of the actisaty school. 
An activity unit was one organized around activities or projects, 
often mostly physical in nature. E,xamp)es of such aetJs’ities 
were setting a hen and raising chicks, building a play store, and 
planting a tree. An experience unit was one based on experi- 
ences, and differed vciy little from the acti\’ity unit. The experi- 
ences were supposed to be of the children’s own choice, but 
frequently x%’ere skillfully suggested by the teacher to give the 
children the impression of self choice. Interest units were devel- 
oped around the interests of children. Some teachers claimed 
that interest units could not be planned in advance because the 
intesesis were jonf Jkoowaj nnlfJ Ihc trarJuog-Jearriitig' iotiiaiinn 
began. Others believed that interests could be anticipated and 
thus units could be planned around these interests. 
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Some of the more conservative teachers of this period, unable 
to accept some of the ideas of this school of thought, referred to 
units of work, subject matter units, study units, research units, 
and the like. A unit of work was based on study and work in 
contrast to the “play” activities of the activity or experience 
units. This unit emphasized textbook assignments, workbook 
exercises, recitation, and testing. Subject matter units centered 
on the subject matter of the textbook, and learning emphasized 
factual data and knowledge. Study imits also consisted of or- 
ganized subject matter and emphasized the traditional type of 
study. Research units were similar, emphasizing subject matter, 
but usually involved the use of reference books and often several 
textbooks. Some research units were based on a series of prob- 
lems or questions. AU of these units emphasized subject matter 
and factual data in contrast to group activities stressing the 
development of desirable behavior. 

Today, many of these tenns are still in use, and many of the 
same practices are represented by different terms. One cannot 
really determine the underlying philosophy of a unit by the 
descriptive term applied to it. For this reason, the term “unit” 
alone is perhaps the best term to use. 

There is, however, a different type of distinction that should 
be recognized in unit terminology. This applies to the function 
of the material that is developed to facilitate the teaching of 
units. First, there is the “unit plan” which is the teacher’s, or 
teacher-pupils’ plan of action for the unit. It contains specific 
suggestions relative to purposes or objectives, content, pupil ac- 
tivities, and materials. Second, there is the “unit log” which is 
a developmental description of the unit in the classroom, used 
chiefly to show other teachers how a unit actually developed in 
the classroom. This reveals the execution of the “imit plan" and 
is usually interpretive as well as descriptive. Third, there is the 
“unit file” which consists of a collection of ephemeral materials 
— pamphlets, maps, pictures, and bibliographies — that are usu- 
ally best filed in a standard ^ x 12** Ele drawer. Tire complete- 
ness of this file will depend on the topic, availability of materials, 
and the ability of the compiler to locate the materials. These 
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materials become available to the pupils as well as the teacher 
as the unit is begun. Finally, there is the “soiirce unit,” some- 
times called a “resource unit,** although this latter term is occa- 
sionally applied to the “unit plan,” too. The source unit is similar 
to the textbook in that it provides the pupils with actual reading 
material, especially in areas where suitable textbooks are lack- 
ing. Several publishing companies have printed extensive series 
of “soiuce units” ■ and many of the larger school systems have 
mimeographed source units from time to time. Especially out- 
standing are those published by the Long Beach, California, 
Public Schools. 

JUmtration of ihc unit plan. The first step for the beginning 
teacher after the subject has l>ecn planned in general terms is 
to prepare a unit plan for lire several units of the subject. Exist- 
ing unit plans maj- be utilized and adapted, but seldom will any 
be found that fit the new situation exactly. The unit plan may 
vary in length, organization, and detail according to the experi- 
ence of the teacher, the subject, the amount of pupil participa- 
tion in the planning to be expected, and the amount of time 
available. 

One typical science unit phin includes a statement of philoso- 
phy; the place of the unit in the total science program; Uie scope 
of tlie unit; desired outcomes, such as personal traits, intellec- 
tual traits, social traits, basic skills, major understandings, atti- 
tudes and appreciations, and interests; suggested approaches 
through obsers’ation trips, guest speakers, motion pictures, lab- 
oratorj' projects, graphic aids, and interest in reading; suggested 
activities such as research and experimental activities, excur- 
sions, construction activities, appreciative and creative activi- 
ties, re]»rting and discussion acliwlics; culminating activities; 

* For example: Tl>e series pulitivltcd by How, Peterson anti Coin- 

p»ny: tlio "Motlem ^Vondt.•r Books" publubed by the American Hducation Press; 
t!)e "Ptiblic Aflaln Pamphlets" published by tlw Silver Diirilett Company, the 
"I’nbllc Policy PamplJets" piibiisbed liy the University of Chicago F^ess. 
“Bulliling America" units now distriboteil by Encyclopedia Britannica Corpora- 
tion; John D.iy p.'UnpliIets puhlislied by the John Day Company; the “Life 
Adjiivlmrnt Booklets" publishest by Sefenee RcMWch Associates, the "Problems 
in American Ufa" series published by the Nabonal Council for Social Studies 
and the National Association of Secomlaiy School Prinapals. 



202 DEVELOPMENT OF THE CURRICULUM 

materials to be vised, including references for the teacher, gen- 
eral texts, supplementary' references for students, free and 
inexpensive materials, visual aids, magazines, and construction 
materials and equipment; and a description of how the unit 
developed in the classroom.* 

The outline of a social studies unit plan oilers another illustra- 
tion of good unit planning: 

INSTALLMENT BUYING 
A Unit in Modem Problems 

I. Origin of the unit; point of view 

II. Criteria for selecting problems 

III. Objectives of the unit 

IV. The teacher's preparation: an overview 

A. Purpose of the unit 

B. Definition of installment buydng 

C. History of installment buying 

D. Application of consumer credit 

E. Description of installment buying practice 

F. Areas of application of installment credit 

G. Practices in installment buying and selling 

H. The growth of new forms of credit institutions 

I. The extent of instaUment buying 

J. Economic and social effects of installment buying 

K. Some abuses of the installment plan 

V. The approach to the unit 

A Purpose of the unit set up by pupils 
B. Planning the unit 

VI. Organizing the work of the unit 

VII. Activities to be engaged in by the pupils 

VIII. Presenting the reports 

IX. Evaluation of the pupils* work 

X. Pupils’ and teachers bibliography * 

» Stanley E. WilLamson. Interdependence in Plant and Antmal Life, Cumc*** 
luiD Bulletin, (Eugene: University ot Oregon, 1950), 26 pp. 

* Bared on a wut developed by Hogh B. Wood. vhHiam J. Lowry and Irw^ 
A. llanmier. New York: Bureau of PoUicationr, Teachers College, Columbia 
University. 27 p. 
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How the tjnlf develops in the classroom. How does such a 
plan look in action? Of course, there must be modifications as 
the teacher meets his pupils, learns of their differences in inter- 
ests and abilities, and enlists their aid in planning their own 
activities. Perhaps the easiest way to get an overview of the 
development of a unit is to provide a description of the luiit on 
installment hutjing which was outlined above. 

One of the problems which grew out of a brief orientation 
and organi 2 ation period in an eleventh grade Modem Problems 
class was installment buying and selling, Tlie teacher, believing 
in the value of student participation in the planning and organi- 
zation of curriculum materials, gave tlie class an opportunity to 
help determine the areas for exploration and study during the 
year. Each member was invited to state his own interests and 
felt needs and to offer suggestions relative to the methods of 
procedure. 

So many suggestions were offered that the group was at once 
confronted with the problem of selecting only certain areas for 
further exploration and study, and of allotting tentatively a 
specified amount of time to each selected area, providing of 
course, for the necessary flexibility as conditions might later 
require. In response to the question of what problems should 
be selected for inclusion. It xvas suggested that certain criteria 
be set up to determine the selection. 

On the basis of these criteria the problem of installment buy- 
ing and selling was admitted to the agenda for the year, and 
four weeks were tentatively allotted to it It was decided to 
study this particular problem at approximately the same time 
that the purchasing of homes and furnishings would be studied 
in home economics. Tlie unit was abo to be correlated with 
mathematics. 

By the time the class was ready to start exploring this area, 
several questions whidi were obviously related to the problem 
of installment buying had been rabed in previous xmits. These 
bad been listed by the class secretary at the time they were 
presented. 

Various students expressed opinions regarding these ques- 
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tions; otliers remained quiet. Tmvard the end of the first meet- 
ing one student remarked that although the opinions expressed 
had been enlightening as opinions, they disclosed the inability 
of the contributors to substantiate their assertions \vith facts 
and adequate documentation. It svas decided to snthliold fur- 
ther discussion of these questions until more definite information 
was forthcoming. 

The question was then raised as to the real purpose of the 
unit. On former units the student and the teacher had coopera- 
tively set up definite aims or objectives so that direction would 
not be lacking and a proper perspective of the problem could 
be maintained. After analyzing the various suggestions offered 
by the individual members, the group set up tentative objectives. 

With a view to definite planning, each student svas asked to 
prepare for tlie next day a list of different types of installment 
buying and selling and to get some opinions on its values and 
shortcomings from their parents, friends, merchants, bankers, 
and others with whom they came in contact. Illustrations of 
unfair practices were to be sought. One girl said that she had 
read a novel, tlie bookjackel and review of which had been 
on tlie bulletin board for several days, which told the story of 
some people whose lives had been spoiled because they had 
become victims of the installment system. She promised to give 
a short review of the book the next day. 

After the book review had been presented and discussed the 
following day, the remainder of the time svas devoted to the 
organization of an outline of some of the major aspects of tlie 
problem. 

It was agreed that the “committee" technique of research 
would be used for this problem because of the lack of organized 
material. Questions were raised to guide the development of 
each phase of the problem and an outline was arranged. 

The class was divided into committees which selected for 
research the various phases of the problem according to their 
individual interests. It was decided that each group should 
prepare a tentative report, present it to the class, and then, 
after criticisms and suggestions had been received, should draft 
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a final report. Inasmucli as there sras no single reference in the 
scliool librarj’ which adequately treated this problem In a man- 
ncr suitable for high school pupils, the class decided to have 
these reports typed and bound by the commercial department 
and placed in the library for future use. 

During the next few days there were no formal class meet- 
ings. Brief discussions were held occasionally to assist the com- 
mittees In keeping a proper perspective ajul to help them wiUi 
different problems which they encountered. Many of the ref- 
erences listed in the bibliography were made ax’ailable and 
pupils utilized library indexes to supplement their materials 
and to find more recent references. 

One class meeting was given over to a talk by the manager 
of the- neighborhood bank who bad an extensive knowledge 
of tlie problem and its effects on social and economic life. After 
he bad finished Ijis talk, man)- questions were asked which Jiad 
evolved from several days of intensive research by the different 
committees. Tlie questions were answered svith clarity and 
understanding and in many cases sen-ed to rc-dircct the think- 
ingof certain individuals. 

One committee had agreed to arrange its work in order that 
its preliminary report could he presented at an carly.date. On 
the day promised, the commlllcc chairman took charge of the 
meeting and read the report. A lively discussion followed in 
which nearly all pupfb participated. The committee was re- 
quested from time to time to justify its findings and many con- 
structive criticisms were given whicli helped not only the 
committee reporting but those who reported subsequently. On 
the basis of the discussion the first committee was instructed to 
revise its report according to suggestions given and to prepare 
a second draft for approval. 

During the course of tlie next few days, each committee re- 
ported and was directed to make certain changes, additions, 
deletions, and so on, and to prepare new drafts for final ap- 
proval. After all the reports had been given, a summary of the 
findings, conclusions, and implications of the various committees 
was organized by tlie entire group. Summary statements were 
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\vritten on the blachboard and then copied by the class secre- 
tary. The remainder of the task was turned over to the sev eral 
committee chairmen who approved and edited the report and 
sent it to the commercial department to be typed and bound. 

After the completion of tlie unit, the teacher entered in each 
pupil’s permanent record an account of the work done by that 
pupil. 


Study and Discussion 

1. List the aids to planning classroom work that are available to 
most teachers? llow should each be used? How would you 
rale them in value? 

2. \\Tiy is it usually unsatisfactory merely to follow the textbook 
in planning and developing the classroom work? The course 
of study? 

3. Make a list of the criteria that should guide the planning of 
classroom work. 

4. Make a list of the steps that should be taken in planiung class- 
room work. 

5. To what extent can students actually share in planning class- 
room work? Should this be guided towards the pre-eonceived 
goals of the teacher, or should the free ideas of the students 
dominate? 

6. Criticize day by day the illustration of student-shared planning 
on pages 7-11. 

7. Do the same for the illustration on pages 18-22. 

8. Describe the unit concept of cuiri^um organization. IVhy 
are skills organized differently than content materials. 

9. List the different types of units and explain the use to be made 
of each. 

10. Examine a teaching unit for a specific classroom with which you 
are familiar. A resource unit A unit log. A unit file. 
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Extracurricular Activities: 
Some Principles of Management 


J. Lioyd Trumf) 


Special emphasis during recent decades upon adapting second- 
ary schools to the needs of youth has resulted in the develop- 
ment of school activities. Such terms as clubs, debates, dra- 
matics, assembly programs, variety shows, school publications, 
interscholastic and intramural athletics, student participation 
in government, glee clubs, band, orchestra, parties, dances, ban- 
quets, and many others, have become a part of the rxicabulary 
of students, teachers, and the public generally. Educators have 
called these events and programs extracurricular, allied, co- 
curricular, extra-class, semi-curricular, and class-related activi- 
ties, to mention the more commonly applied terms. 

Extracurricular defined. To deSne accurately the meaning of 
the term extracuiricvdar, lire one most frequently applied to the 
foregoing tjTres of activities, has always been difficult. Some- 
times extracurriailar activities have been viewed as those in 
which students participate without receiving credit towards 
graduation. This dehnltlow dxvNS a shaTyrei line between the 
curriculum and the extracurriculum than many persons would 
approve. As a matter of fact, there has been a significant trend 
SOS 
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in the direction of giving credit for many activities, thus making 
tliem curricular rather than extracurricular.* Similarly, it is diffi- 
cult to draw distinctions on the basis of what occ\irs. Although 
there is likely to be more pupil activity, pupil planning, volun- 
tary participation, emphasis on social goals, and pupil evalua- 
tion of results in extracurricular than in curricular activities, 
those emphases are regarded by nrost persons as desirable for 
all phases of (he school program. 

\\9iethcr credit towards graduation is provided or not, school 
workers sliould be interest^ In all of the experiences of youth 
whether in an algebra class, on the playground, during summer 
vacation, in the YMCA or settlement house, or on the job. For 
the purposes of dLscussion in this and the following chapter, 
extracurricular activities will include athletic, class organisa- 
tion, club, commencement, contest, homeroom, honorary, music, 
publication, social, speech, student participation in control, 
(our, and ocrt-cf-school experience acfmVies. 

lltSTOUY OF ExmAcimiucuLAn Activities 

Eerhj heghningt. Althougli organized Mtracurriciilar activi- 
ties in American secondary* schools are largely the prtxluct of 
Uie twentieth century, isolated examples can be found a century 
earlier. Jones* reports that altliougli a few activities were well- 
cstahlislied in schools shortly after 1670, the v’asl majority were 
started after 1900. Tlic greatest development came during the 
pcriotl following \\'orld War I. and especially since 1920. 

Prior to 1900, activities were regarded by scliool officials as 
dangers to the educational program, and eflorts were made to 
suppress llieni. Coaching or sponsoring activities wx-re not con- 
sidered a fit activity for teachers. Boys were expclletl for play- 
ing footlttll. Learning was a full-time occupation not to Iw 
interfered vrith by irrelevant pxstimes. Activities were largely 
ipjored. • 

• G4!<-n Jrw«. F.tfra-cvnievlar AelhUlet In to ftie CuniciJam, i>p. 

Sl-ii. Ttaclirn CoUcB**. Colunitnj Unhrrslty Con&lbiilioni to Education. Nt>. 
POT, (New York: Durraii of I’ubtkatloo*, Tcachm CoUrge, Colimibij Uni- 
»TtTJty. l!m). 

*C»trn Joort. Oft. of., rp. 1M9. 
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From about 1900 to the lime of World I, actUoties came to 
be accepted by school officials as a sort of necessary e\il. Dur- 
ing this period coaches and sponsors frequently were not full- 
time, resident members of the faculty although employed and 
paid by school boards. Educational qualifications were not 
regarded as highly significant. Facilities provided for activities 
were relatively inadequate in most cases. Activities were merely 
tolerated. 

Developments since 1020. The influences of World War I, the 
decade following, and the effects of the depression years were 
partly responsible for the acceptance of extracurricular activi- 
ties as an integral phase of tlie educational program during tlie 
period since 1920. The attention to child study, gro>vth in 
appreciation of social goals in education, increases in enroll- 
ment, declines in the employment of youth, and the develop- 
ment of movies, radio, and other forms of entertainment all 
had some influence on the rapid evolution of programs of extra- 
curricular activities. Studies were made, speeches given, arti- 
cles written, buildings constructed and remodeled, sponsor 
qualifications established, public relations programs inaugu- 
rated; school officials boasted about their programs of extra- 
curricular activities. As a matter of fact, one of the concerns 
during World War II was how to keep actiWties going in spite 
of the difficulties of travel, shortages, and limitations on time 
of students and teachers imposed by the war effort. Today ac- 
tivities are accepted and fostered as an essential part of the 
educational program. 

Present Status of EjcmACURRicuLAB AcnsTTiES 

Much confusion exists at the present time svith respect to the 
role of extracurricular activities in secondary education. The 
fact that activities have found their way into the program 
largely as the result of insistence of students, teachers, and com- 
munity groups, with a minimum of centralized direction, has 
resulted in wide variations with respect to ways in which the 
program is managed in different schools. , 
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Unsolved problems. It would be difficult today to imagine a 
typical program of extracurricular activities. Although most 
school workers and communities accept activities as an integral 
part of the educational program, the practices of many schools 
show significant differences of opinion with respect to the exact 
status of activities. A fe>v questions may be cited to sho^v pos- 
sible differences of opinion. How should new activities find 
their way into the program? Should some activities be com- 
• pulsory and others elective? When should activities be sched- 
uled? Should sponsors be paid extra for duties in connection 
with extracurricular activities? WTiat qualifications should spon- 
sors possess? Wliat limits should be placed upon interscholastic 
competition? Should llie pubtic be encouraged to attend extra- 
curricular presentations more tlian curricular ones? How much 
responsibility for policy development and administration should 
be given to students? How should the program be financed? 
On what basis and in what manner should the extracurricular 
program be evaluated? These and many other questions must 
be answered very specifically by all groups responsible for the 
development of secondary education. Tlie ways in which these 
questions are answered la a given communitj' determines the 
role of activities in a particular secondary school. 

Values in ExTOACuniucuLAn Actintties 
Many \vriters have proposed possible values which may ac- 
crue to students participating in extracurricular activities. The 
earliest comprehensive compilation of these values was made by 
Koos, covering the period prior to 1925.® Values most frequently 
mentioned were training in some civic-social-moral relationship, 
recognition of adolescent nature, socialization, training for lead- 
ership, improved discipline and school spirit, training for social 
cooperation, actual experience in group life, training for citizen- 
ship in a democracy, training for etliical living, and health. 
More recently, Strang^ has classified die values in group activi- 
* Leonard \'. Koos, (Chairman), Extra-curricular Acttuitles, Twenty-fifth 
VearV)ook o{ the National Society for the Study of Education, Part 11, (Bloom- 
ington, rUinots: Piihlic Sehoed PuMfehinK Owpany, 1926), p. 11. 

^ Ruth Strang, Group AcUvitlet In CoHegeond Setorulary School, (New York: 
Harper and Brothers, 1041 ), i>p. 14-29. 
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ties into four principal categories: Developmental (satisfaction 
of basic needs, social aspects, emotional aspects, values and atti- 
tudes, vocational values, aesthetic values, knowledge and skills); 
Diagnostic (provide opportunities for studying individuals, and 
for individual self-diagnosis); Therapeutic (work out relations 
\vith others, develop new habit patterns, develop self-reliance, 
make students aware of problems); Group (develop group mo- 
rale or spirit, arrive at solutions to school problems). 

Value to students. That participation in extracurricular activi- 
ties more than in routine classroom affairs produces wholesome 
and attractive personalities was the conclusion of Shannon* in 
summarizing recent research. He describes, for example, the 
experiences of Sidney K. Smith, a psychiatrist at the University 
of California, who reported that of the first 300 men who came 
or were referred to him for psychiatric attention, 199, or almost 
two-thirds, were not engaged in any campus activity. 

The attainments rated highest by 3,525 secondary school 
students in a recent study"* were as follows: developed new 
friendships, became more interested in school, learned how to 
win and lose in a sportsmanlike manner, developed a greater 
loyalty to the school, discovered worth-while things to do in 
leisure time, developed more friendly relations with teachers, 
became more >villing to accept criticisms from others, and 
gained valuable information that would not have been received 
in a regular course. In the same study, alumni, parents, and 
teachers ascribed similar values to activity participation. 

Personal satisfaction. That participation in extracurricular 
activities is highly regarded by high school students as a means 
of personal satisfaction was revealed in a study recently con- 
ducted by Pogue^ in selected Illinois high schools. Each of 6,S17 
students was asked to rate the following six types of actirities 

®J. R. ShannOQ, “SchopI Activities and Personality Developroent,"’ Sched 
Acttciliea, XX, No. 9 (May, 1949), pp. 275-277. 

« J. U^-d Trump. High School ijttrti.cvmcvlum Acticitles. (Chicago: Uni- 
versity of Chicago Press, 1944). pp. 1I2-H3. 

’’ Earl Graham Pogue, Participation in Eztra.Class Acticities At Rdated to 
Socio-Economic Clusifi^ion, (Uibana: University of Dluiois, unpubhshed D- 
Ed. thesis, 1949). pp. 47-52. 
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in order of personal satisfaction: extra-class activities, sdiool 
subjects, activities centering around the home, activities center- 
ing around non-commercial service agencies (such as the 
church, Y.M.C.A., and the like), activities centering around 
commercial agencies, and unplanned peer group activities. Tire 
resultant data shown in Table I indicate that students in these 
Illinois schools uniformly ranked extracurricular activities above 
regular school subjects in terms of personal satisfaction. As a 
matter of fact, participation in extracurricular activities ranked 
second only to commerdal activities when data fiom all of the 
13 schools are considered, outranking even commercial activities 
in five instances. 


TABLE I 


Rank Order of Satisfaction of Various Types of Activities 
As Deteimined By the Mean of Ratings By the Pupils ® 


S c It o o I. 

AcnvitY 

A 

B 

C 

D 

E 

P 

G 

H 

I 

J 

K 

L 

M 

Extra-class 

School 

1 

1 

1 

'4 

1 

2 

3 

1 

2 

3 

2 

S 

S 

Subjects 

6 

6 

6 

e 

6 

6 

6 

6 

6 

a 

6 

6 

6 

Home 

Non-com- 

S 

3 

2 

3 

3 

3 

2 

3 

3 


3 

2 

1 

mcrcial 

4 

4 

4.5 

5 

5 

5 

5 

4 

4 

4 

5 

4 

3 

Commercial 2 

2 

3 

1 

2 

1 

1 

2 

1 

1 

1 

1 

2 

Unplanned 

5 

5 

4.5 

2 

4 

4 

4 

5 

5 

5 

4 

S 

4 

Code: I : 

= greatest 

satisfaction; 

6s: 

least satisfaction 






The foregoing evidence, only representative of the many 
studies tliat have been made, points vividly to the potential 
values in participation in extracurricular activities. Whether or 
not these values are realized depends to no small degree upon 
how the program is managed. The rentaining portion of this 

»Eail Graliao PogMC, Puriiclpatton la Et!m-C(asf Acticitles As Related to 
SodO’Economlc Cliisstficutlon, (Urbanas Universtty oF nimois, unpublished P. 
Ed. thesis. 19-19), pp. 47-52. 
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chapter is devoted to a discussion of some guiding principles of 
management for extracurricular activities. The principles are 
classified under the following headings: nature of the extracur- 
ricular activities program, intcrscholastic contests, student par- 
ticipation, sponsorship of activities, administration and super- 
vision, financial support, and evaluation. 


Natuhe of the EjCTOACuwucotAn AcnvTnES Proguam 


In considering the nature of the program of activities pre- 
sented in a given school, attention needs to be given to tlic pur- 
poses of activities, balance in the o 0 ering. ways in which new 
activnlies are started and existing ones conlin\ied or abandoned, 
time and place of meetings, and 1)1)68 of programs carried on by 
the different organizations. 


The flinw of different acthities should he clearly defined so 
that evaluations may be made in relation to the accomplishment 
of the stated purposes.® 

The purposes of activities should be defined in terms of antid* 
pated changes in the individual and group behavior of par- 
ticipants. 

^Vhenever pertinent, these behavior changes should be de- 
scribed for the leaders of the activity, for those who are active 
participants, and for those who are spectators. For example, in 
holding a school dance, what is supposed to happen, in terms of 
changed behavior, to the chairmen, to those who serve on com- 
mittees, and to those who attend? Unless these aims are clearly 


defined in terms of individual or group behavior, it will be im- 
possible to evaluate the contributions of given activities or to 
evaluate the total program. 


*This principle of management, as well as man/ oUiers enumerated io ^ 
chaplet, is adapted from thcjse pn^osed ^ J. Uoyd Trump, High School 
cumWum ArticiJiM, (Chicago: Uidvetsi^of Chicago Press, 1&44), pp- 18-41- 
The principles proposed by Tiump were derived from a study of the hteratum 
concerned with ertracuiricular activities. Those finally selected came 
from the writings of authors who hase done productive writing in the 
activities and have, accordingly, achieved authoritative status in the field- 
specific sources from which the different jKindples were derived are sbov» “ 
the volume by Trump noted in the mce^g paragraph. 
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T/*c program of acfioities should he characterized by vertical 
and horizontal balance in offerings. 

Horizontal balance in the program implies the necessity for 
providing a broad variety of acti\*itics in such a manner as to 
keep any one activity from overshadowing others in importance. 
Vertical balance implies the necessity for providing similar 
activities for students of varied interests and abilities. 

A scliool violates the principle of horizontal balance when 
one activity or a certain type of activity is given unusual sup- 
port in terms of finance, building and other facilities, salary paid 
the sponsor, lightened teaching load of the sponsor, and the like. 
Schools have been kaiown, for etample, to provide the foregoing 
1)^565 of support to an uniuual degree for basketball, band, dra- 
matics, or almost any phase of the program. Studies should be 
made in tlie school not only to see whether there ore certain 
areas not included in the program but also to balance tire pro- 
gram if one or more types of activity receive unusual support. 

Activities for students having less ability or undeveloped in- 
terest should also be provided. The tendency is for schools to 
provide activities mainly for those students who already pos- 
sess certain abilities or interests to a high degree. The principle 
of vertical balance is violated when a school offers a given 
activity on a selective basis and does not provide a similar ac- 
tivity for those who do not possess sufficient ability to partici- 
pate in the selective activity. For example, if a school has a 
dramatics club to which students are elected on the basis of 
try-outs, the scliool should also provide a dramatics club for 
those who do not have sufficient ability to be selected for the 
advanced club. Moreover, the beginning group should have 
access to similar, if not equal, coaching, equipment, financial 
support, opportunities for public appearances, and the like. 

A school is justified in selecting a few of tlie more talented 
boys for a varsity basketball team, but it should also provide 
competition for those of lesser ability. A school sponsor is justi- 
fied in selecting the most talented students for a glee club or 
choir, but there is also an obh'g^tsoa to provide lor those of lesser 
abOity xvith adequate facilities, instruction, and financial sup- 
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port, SO that they too may enjoy the values inherent in singing. 
Procedures for the inausmation of new activities should he 
characterized by dc/initeness in responsibility, case of operation, 
and serxsitiveness to student tcidics. 

All of the persons connected iritli a school ouglit to Imow 
exactly how a new activity can be started. One method of 
achieving this result is to have responsibility for chartering new 
activities vested with the student council. ^\Tleneve^ a given 
number of students, six or eight, for example, wish to start a 
new activity, tliey would petition the student council for a 
charter. Before such a charter is granted, the students should 
be required to show very specifically the purposes of the activit)’, 
time and place of meeting, persons eligible for participation, 
facilities required in terms of building, supplies, and equip* 
roent, sources of financial support, and the name of the proposed 
faculty sponsor. 

Such a petition should bear the approval of the principal ot 
the director of extracurricular activities as an indication that 
sponsor time is available and other arrangements are satisfac* 
tory. The student council would be expected to assist the peti- 
tioning group la complyiag %nth the foregoing requiremeats 
and issue a charter when the conditions have been met. Facultj’, 
students, and the administration of the school should join ui 
devising the procedures. The student council should publicize 
the procedures from time to time so that all may be familiar 
svith them. 

Participants should be asked at the end of the season or year for 
recommendations relative to continuation of each activity. 

Unless participants are asked for recommendations, activities 
may be continued year after year mainly because of the wishes 
of some sponsor; on the bdier hand, an activity may be discon- 
tinued even though there is much interest on the part of stu- 
dents. Changes in procedures or program may seem warranted 
in the i’ght of the experiences during the past season or 
Unless these suggestions are systematically sought and re- 
corded, a new group may repeat experiences at a later date 
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•without having profited from those of the earlier group. 

A systematized procedure should be developed whereby the 
student council and the principal or director of extracurricular 
activities receive a list of recommendations from the member- 
ship and sponsor of each activity at the close of the season or 
year, \Vliat suggestions, for example, do members of the foot- 
ball team have for the conduct of the activity next season? ^Vhat 
recommendations do members of the Spanish club have regard- 
ing whether tire club activities should be completely changed 
or eliminated? The activity program should be subject to peri- 
odic, systematic procedures of evaluation by the participants. 

The scheduling of extracurricular activities should receive the 
same careful attention accorded other phases of the school 
program. 

This principle regarding schedulirrg has been violated in nu- 
merous ^vays. When a large number of activities arc scheduled 
during a single ‘‘activities perjod." students necessarily Irave 
numerous conflicts and thus are denied participation. Fre- 
quently activities arc sclieduled after the close of the regular 
school day and students who roust ^vorl: or travel long distances 
on busses are prevented from participating. Activity meetings 
or presentations are sometimes scheduled on nights preceding 
school days and students are forced either to lose sleep or stay 
away from the activities. Activities are sometimes scheduled 
in places where the facilities arc inadequate or supervision is 
difficult. 

Acceptance of this principle of management implies the de- 
sirability of lengthening scheduled phases of the school day, 
week, and year. Possible participation of students in out-of- 
school activities, including work experience, should be recog- 
nized. Activities should be scheduled at times that allow for the 
maximum use of school facilities and afford a maximum number 
of students the privileges of partidpation. In other words, extra- 
curricular activities, out-of-schooI experiences, and the regular 
school subjects should be viewed in the same frame of reference 
by the schedule maker. 
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The programs of activities shotiid be characterized by active 

participation on tiic part of the membership. 

Student activities sometimes Suffer from an affliction adult 
activities often incur, namely, a small group lends to take most 
of the responsibilities in planning and securing programs, con- 
ducting business, and generally nmning tlie organization. Club 
programs are likely to be relatively sterile if they consist mainly 
of showing movies, bringing a speaker from outside the organi- 
zation or the school, or listening to a report from one or two 
members. The meetings will be of more value if they are char- 
acterized by group activities of one type or another in which 
most members regularly participate, "niose who plan the pro- 
grams of school organizations should check carefully to discover 
and analyze the amount and quality of participation on the part 
of every member of an organization. 

One of the complaints most frequently made by students is 
that cliques develop who tend to run things in the organization. 
This danger may be minimized through careful planning of 
programs so that all members are involved. There should be 
relatively more “doing” and less "listening.” Students thus leam 
habits of participation in organizations that may ultimately help 
change the pattern of behavior of many adults in comparable 
situations. 

Activity programs should he planned to include serofee to school 
and community. 

Young people should have experiences that demonstrate the 
role of organized groups in a democratic society. Groups should 
not exist for purely selBsh purposes. There are many ways in 
which activity programs may serve school and community. 
Illustrations of some possible types of activities are given in 
Chapter 10. 


lNTI2JSC3lOLASnC CONTESTS 

Many issues arise when a school participates in interscholastic 
contests. Decisions need to be made relative to the basis of par- 
ticipation, adherence to stated purposes of contests, acceptance 
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of responsibilities for the W'elfare of contestants, and the grant- 
ing of awards to participants. 

Contest participation should be on a basis of educational merit 
rather than because of pressures from the community, sponsor- 
ing organizations, or other sources. 

Schools participate in interscholastic contests for many rea- 
sons. In a recent survey tire following seven reasons for inau- 
gurating contests were cited roost frequently by high scliool 
principals of scliools accredited by the North Central Associa- 
tion of Colleges and Secondary Schools: contests have been 
entered because neighboring schools were doing so; most con- 
tests have been entered because of demands by tlie students in 
the school; most of the contests Jiave been entered because of an 
aggressive principal or director of extracuiricular activities; the 
state college or university has sponsored a contest in ivhich 
representatives of the school took part; a service club has spon- 
sored an oratorical, essay, or poster contest; and contests have 
been entered because some teacher saw in them an opportunity 
to add to the prestige of his or her personal or professional posl- 
tion.'° Those planning the contest program need to ask them- 
selves, "Are all of these reasons acceptable; do they stand tlie 
test of educational merit?" 

Many illustrations of the application of this principle regard- 
ing contest participation may be cited. Night football is almost 
certain to produce more revenue and permit larger attendance 
than afternoon games. Arc tlie educational purposes of football 
served better by night contests? Bands and orchestras aresome- 
times encouraged to travel long distances to participate in slate 
and regional contests. Parents, service clubs, or tire chamber 
of commerce seem quite willing to pay the expenses of the 
groups to the contests. Arc tlie educational purposes of instru- 
mental music sen'ed better by participating in state or regional 
contests? 

Is interscholastic competition in athletics educationally desir- 
able for boys, bwt oiidesiTable fot gels? Does live study of dro- 
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matics serve educational needs of students better when a group 
participates in a contest at the state univcrsitj'? Do students 
become better citizens as a result of writing an essay on citizen- 
ship for a contest sponsored by a patriotic organization? And 
so on. \Vhat desirable changes in individual and group behavnor 
are made possible only through contest participation? Those 
planning the program ought to study the foregoing and related 
questions very carefully. 

The purposes of pariicipalion in contests should be strictly 
adJiered to or else contests should he changed to make them 
harmonize tcith the stated aims. 

It is readily apparent that a worth-while or an undesirable 
outcome may result from participation in contests. Once the 
purposes of contest participation has’e been defined in terms of 
changes in individual and group behavior, a school must assume 
responsibility for managing the contests in a way that %vill insure 
maximum realization of these purposes. A few possible ques* 
tioss maj' be cited for purposes of illustration. Does charging 
students admission to attend an interscbolastic basketball game 
aid in addeNang the purposes of that contest? Does scheduling 
four, eight, or ten teams in interscholastic athletics provide 
greater realization of the purposes of contests than scheduling 
two teams? Hosv many hours of practice are warranted for an 
interscholastic athletic team, the band preparing for a contest, 
or the debate team? Is the yearbook bandied differently when 
it is to be judged in interscbolastic competition, and are these 
changes in harmony with the stated piirposes of school publica- 
tions? The foregoing and many other questions should be care- 
fully studied in relation to the stated purposes of contest 
partidpab'on. 

The school should accept resporaibilify for the physical, men- 
tdl, and moral weJl-heing of students participating in infer- 
scholastic contests. 

Since participation in interscholastic contests takes students 
away from the home cornmunit}', sometimes for long trips that 
keep them away from home overnight or until late at night. 
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responsibility for the physical, njental, and moral well-being 
of students is placed upon the representatives of the schoot 
The most commonly accepted responsibility is merely providing 
transportation for students to and from contests. Another re- 
sponsibility frequently assumed is to require that students make 
up work missed while they were away participating in contests. 
Insurance covering possible accidents to players in interscholas- 
ti'c contests is carried by approximately one-half of the schools. 

To accept responsibilities such as those described in the pre- 
ceding paragraph would require increases in the personnel 
employed in connection with interscholastie contests, improved 
facilities, and added financial support. All of these are necessary 
if the present program of interscholastie contests is to be con- 
tinued and expanded along lines tliat are educationally de- 
fensible. 

Awards other than scholarships for participoUcm in contests 
should have intrinsic rather than extrinsic value. 

Students who excel in tire regular subjects of the school fre- 
quently receive high grades, honor certlBcates, honor medab, 
recognition at assemblies, scholarships, and the like. Those who 
excel in out-of-school experiences receive promotions, higher 
wages, awards, publicity in newspapers, and other indications 
of merit depending upon the particular activity in whicli they 
surpass their fellows. Students who excel in interscholastie con- 
tests usually receive school letters, sweaters, medab, banquets, 
and trips, sometimes scholarships and jobs, and much publicity 
in newspapers, magazines, and on the air. 

Educators Iiave frequently expressed the point of view that 
gains in knowledge and experience as well as personal satisfac- 
tion in superior achievement should be adequate rewards to 
students. Interestingly enough these arguments have particu- 
larly been voiced in relation to participation in interscholastie 
contests. Certainly most persons would agree that the monetary 
value of rewards should be kept at a minimum, with the possible 
exception of scholarship aid for deserving students to enable 
them to continue their education. Incidentally, in the case of 
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scholarship aid, it would seem logical that such aid should be 
available for excellence in all phases of the school program, in- 
cluding regular subjects, extracurricular activities, and out-of- 
school experiences. 


Student PAimoPATiON 

The development of principles of management pertaining to 
student participation in activities becomes very fundamental. 
Consideration should be ^ven to methods of securing partici- 
pation, the implications of participation for pupil guidance, 
training programs for group members and leaders, and the 
maintenance of adequate records of participation. 

The cofuntory parlicipalion of students tn exirocurriculcr actici- 
ties should be encouraged in order that a large percentage of 
the students may benefit from such experiences. 

In analyzing the impl/caKons and c^eration of this principle, 
it is prudent to note first of all the present situation with respect 
to student participation in activities. 

The percentage of students in different schools.who partici- 
pate in extracurricular activities varies so widely that it is impos- 
sible to provide any generalized statistics. Those in charge of 
the program in a given school need to make the study locally. 
In one study involving 3,581 students in five selected Illinois 
high schools, it was found that the number of activities partici- 
pated in by these students during a given tss"elve-month period 
varied from none to 16. The average boy participated in 1.1 
activities and the average girl in 1.7. Approximately one-fourth 
of the students did not participate in any activity during the 
perifKl. Forty-eight per cent of the boys and 39 per cent of the 
girls were ineither none or only one activitj* during the tsvelve- 
uwnUlt i^dSlshoTwo per cent of the students were in eight or 
mort- id tnoral uring the same period.’* 
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portionately more students participate in smaller schools than 
in larger ones (based upon a random sample selected from 901 
North Central Association high schools). Otlier studies have 
sho\TO a positive correlation between participation in activities 
and grades earned in school so tliat an additional generalization 
might be that participants tend to come from those students 
who rank relati\'ely high in academic achicv’cmcnt. 

Pogue’s study indicates lliat more participants come from the 
middle and upper socio-economic classes of society than from 
the lou'er classes.’* Incidentally, this relationship between par- 
ticipation and socio-economic class was independent of place of 
residence or sex of pupils. There were some interesting differ- 
ences among s-arious activities. Boys’ athletics and club activi- 
ties had more participation from the lower socio-economic 
elas.sifications while government-service, dramatics, and com- 
mittee work were most popular with students from the upper 
classifications. 

Results such as those indicated in tlie preceding paragraph 
are not surprising when the costs of participation in student 
activities are studied. A few illustrative findings by Hand in a 
recent study of “hidden tuition costs” operative in representa- 
tive Illinois seeondarj’ schools shows how significant these 
e.xpenses may be.** Forty-two per cent of tlie 79 Illinois schools 
included in the investigation required class dues; the median 
cliarge \vas $1.00 per school year. Median costs of playing on 
tlie scliool’s athletic teams arc reported as follows: baseball — 
$12.25; baske{ball-$2.80; foolbaU— $2.10; golf— $50.00; swim- 
ming— $1.50; tennis— $15.00, track— $2.70; and WTestling— $1.00. 
Of course, in some schools the costs were much higher. 

Median costs of belonging to the hand and ordiestra are $3.50 
anti $2.25 respectively. In one school it costs $71.00 to belong 
to the pep club; the median cost for pep or cheer clubs is $3.50. 
Attendance at home basketball games requires a median pay- 

Eiirl Craham Pogue, op. eit., fip 134-J-IO 
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ment of $2.50 and at football games $1.40. The median cost of 
the yearbook is $2.25 and the newspaper $1.00. To attend all 
school dances for which*a student is eligible costs juniors and 
seniors a median of $2.45; other school parties add an additional 
$120. Many other data are available in Hand’s report; the fore- 
going are shown on!)' as illustrations of the many costs found 
in representative schools. WTien tWe costs arc added to those 
charged for enrolling in the regular subjects of the school, it is 
no wonder that students from the lower economic groups find it 
neoessai)' to participate less frequently in activities in spile of 
the high regard with which students view such participation. 

Significant differences among individuals are revealed when 
studies are made with respect to leadership opportunities in 
student acHNities. Of the 3^1 students in Trump’s investiga- 
tioa referred toiaa foregoing paragraph, 85 per cent of the boys 
and S6 per cent of the girls had no leadership opportunities 
ins’ob’ing election to a major oSce during a tsvelve-month 
period. The data with respect to selection for minor offices are 
similar; 79 per cent of the bo)'S and 78 per cent of the girls 
held no minor office during the period. Offices in school organi- 
zations are held more frequently by upperclassmen; only 72 
per cent of the freshmen held major offices and almost three 
times as many seniors as freshmen held offices during a com- 
parable period. Student leaders are also more likely to come 
from homes in the upper scrao-economic dassification. 

It is interesting to note some of the reasons students give for 
not participating in activities. In the study referred to in the 
preceding paragraphs, 1,638 students indicated reasons why 
the)’ did not belong to activities the)’ would like to join. The 
following reasons were given; lack necessar)’ ability or skill, 
lack time because of out-of-school activities, lack time because 
of out-of-scbool work, paiticipatioa would interfere with regu- 
lar school work, membership is by election, prevented by school 
regulations, lack of money, and opposition to the way it is being 
run. Since other possible reasons were checked by fewer than 
100 bo)'s or girls, the)’ are not listed here. 

The foregoing data hi ghlight several conclusions if the prin- 
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ciple of management cited at the beginning of this division of 
the chapter is to be followed. More activities should be pro- 
dded for underclassmen. Activities should be planned for 
students of lesser abilities and skills. More activities should be 
scheduled during the school day. Dues, assessments, special 
requirements for clothing or equipment, and other expenditures 
necessary for participation must be reduced to a minimum or 
eliminated. The place of extracurricular activities and out-of- 
school experiences in the total educational program needs re- 
examination. The nature of activity programs and services 
should be evaluated periodically. 

Advising students regarding entrance into the extra-curricular 
program should be one function of the guidance services of the 
school. 

There is some disagreement among educators with respect 
to controlling the minimum and maximum amount of student 
participation in activities. Policies have been adopted in some 
schools compelling all students to participate in at least one 
activity. Limitations have been placed upon the number of 
activities to which a student may belong or the number of ma/or 
oiBces he may hold at one time. Tliese regulations have been 
• implemented by point systems in which participation in each 
activity or election to a given office is evaluated in terms of 
a specified number of points. Students may be required to earn 
a certain minimum number of points or they may be limited 
to earning a certain number during a given semester. 

Those who oppose a mechanical point system urge that it is 
undesirable to attempt to fit all students into the same mould, 
that some may safely participate in more activities than others, 
and that it is unsrise to force some students to participate in 
activities. In other words, amount of participation in activities 
should be a matter for counseling decision rather than mechan- 
ical control. 

The Erst step in assisting pupils to make wise decisions svith 
respect to participation in activities is tlie provision of adequate 
information. Some of the metliods frequently used are school 
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assemblies, homeroom discussions, planned publicity in school 
or community newspapers, special exhibits, information in the 
student handbook, and publication of special extracurricular 
bulletins. Of course, informal conversations between pupils, 
teachers, and counselors constitute an effective method of ac- 
quainting pupils xvith acthities. 

There shoiJd also be a planned program for interesting stu- 
dents in appropriate activities. Discussion of activity participa- 
tion should be a systematized feature of both individual and 
group guidance programs in the sdiool. Counselors especially 
should help tliose students whose participation appears to be 
too limited or too extensive to anaty'ze all aspects of the problem 
as it applies to them and make decisions accordingly. In other 
words, educational counseling should be broadened to include 
planning of estracurriculai and out-of-school experiences along 
with those phases usually included. 

A training program for officers and memhers of each orgonisfl* 
thn should be undertaken. 

Group activities may be made more effective if all of the 
persons involved receive training for their respective roles. 
These roles include group leaders (president, chairmen of com- 
mittees, discussion leaders), recorders (secretaries, discussion 
recorders), treasurers, group obseirers, consultants (sponsor, 
experts of one type or another), and the members. 

Leaders need help in such matters as planning meetings, 
conducting discussions, and organizing groups for action in a 
democratic manner. Some schools have organized Leaders 
Clubs under the direction of a social studies teacher. Recorders 
need instruction in keeping minutes, summaries of group dis- 
cussions, and other necessary’ organization records, as well as 
in methods of correspondence. Such instruction might well be 
given by a member of the EogUsh faculty. Similarly, the treas- 
urers should be assembled and given instruction by’ a member 
of the business education d^artmenL 

Group obser^-ers, those persons who help evaluate group 
process and achievement, dundd also be given special training 
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by some faculty member who may be familiar with techniques 
for making groups function more effectfs-cly. Relatively few 
high school groups have bad called to their attention the advan- 
tages of having group observers. Students and sponsors also 
need instructions regarding the role of consultants in a group 
activity. That consultants do not attempt to inflict personal 
opinions on the group to an unusual degree, that their principal 
function is to provide facts and answers primarily at tlie request 
of the group, and that consultants should strive constantly for 
acceptance on an equal basis with other group members have 
come to be accepted methods of functioning. 

Group members themselves also need training with respect 
to the differences between good and ineffective group participa- 
tion. Role playing may be used to iJlustraate such traits as 
hobby riding, hair splitting, interrupting, non-participating, 
talking too much, and other characteristics of poor group mem- 
bers as well as those traits whicli belong to good or effective 
members, such as process evaluating, content evaluating, gen- 
erallzing, issue stating, and the like. 

C/nless care is taken to train group members and officers, many 
of the potential values in student participants may be limited. 
To state as a purpose of an activity the development of leader- 
ship, and then assume that leadership develops automatically 
after someone is chosen or elected seems unrealistic. Students 
are not bom with tendencies to function effectively in groups. 
Tliese things mtist be learned through planned experiences. 

Records of participation, including an evaluation of the stu- 
dent’s participation, should he made a part of the permanent 
school record of each student. 

Tlio same reasons that have prompted schools to evaluate tlje 
achievement of students in the regular school subjects and to 
keep permanent records of accomplishment are valid rvith re- 
spect to participation in extracurricular activities. Membership 
in an activity does not imply that desirable changes in gro\vth 
automatically result. Students, parents, prospective employers, 
and college admissions officers need to know much more than 
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the mere fact that a student joined one or more activities in a 
secondary school; all of tliese persons need to know what hap- 
pened as a result of participation. 

Student progress should be appraised in terms of accomplish- 
ment of the purposes of the activity expressed as changes in 
pupil growth. Such e\"aluations should be made cooperatively 
by individual students, group members, and the faculty sponsor 
in charge. Growth cannot be expressed adequately in terms of 
a single letter or percentage grade, but it should doubtless be 
represented by ratings on several aspects of development. The 
exact nature of the evaluations to be made should be developed 
by students and teachers in the local school situation. The 
results of the evaluation should then be made a part of the 
permanent record of the student. 

Sponsorship of Activities 

The success of an extracurricular program depends very 
largely on the functioning of faculty sponsors. How are spon- 
sors to be selected? IVhat provisions should be made in adjust- 
ing the work-loads of sponsors? What should be the relation- 
ships behveen the sponsors and the activities vvith which they 
work? How may sponsors be freed from unusual community 
pressure to produce winning groups? 

"W eU-qualified sponsors should be carefully selected and in- 
service training programs devised in order to make persons more 
elective as sponsors. 

Interest, ability, training, and experience are fundamental 
matters usually considered in determining the qualifications of 
a person for a position. It seems axiomatic that these qualities 
should be considered in appointing sponsors of activities. In 
actual practice only one of the above qualities was mentioned 
by one-half or more of the administrators of North Central Asso- 
ciation secondary' schools as a qualification considered desirable; 
thaJt was. interest.** 

That training for sponsorship is not general is indicated hy 
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an analysis of the qualiGcations reported by 128 sponsors in the 
study referred to in the preceding paragraph. Slightly more 
than one-fourth of tlie sponsors said they had received specific 
training; these were primarily athletic coaches and sjjeech and 
music instructors. Eighty-five i)cr cent of the sponsors indicated 
as a qualification tliat they were teaching in a subject area 
closely related to the extracurricular activity; that was the most 
frequently mentioned qualification. Fewer than one-half of the 
sponsors indicated they bad gained experience by participating 
in a similar activity in college. 

The foregoing data and the results of other studies seem to 
imply, first of all, that preparation for sponsorship of extra- 
cumcular activities should occupy a more prominent place in 
the training programs of teacher education institutions. A sec- 
ond implication of the data is that in-service training programs 
designed to help teachers become more effective as sponsors 
need to be undertaken in most schools. Finally, it would seem 
advisable that tliose persons responsible for selecting personnel 
reconsider carefully the desirable qualifications of sponsors and 
take these into consideration when teachers are employed. 

A clearly defined set of procedures simuld be established for 
the appointment of sponsors. The Inquiry among North Central 
Association schools revealed an interesting difference between 
the selection of athletic and non-atlilctic sponsors. The former 
are most frequently appointed by the superintendent of scliools 
and the latter most often by the principal. This dichotomy ap- 
pears open to question if all types of activities are to receive 
the same appraisal by school officials. Another issue on which 
there is difference of opinion is the extent to which student 
xvishes should be considered in the selection. It would appear 
desirable to have student opinions oOTisidered as one aspect in 
the selection process although tliere are other important consid- 
erations, some of which might not be readily apparent to young 
persons. 

S potwars^iip of ctixacwxiculae adtioUies shavld be coa^dered in 
planning the total work-load of teachers. 
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Many schools do not have well-defined policies governing 
work-loads of teachers. There has been a tendency to assign 
teachers the standard load of five classes per day with relatively 
little consideration for extra duties. Teachers who are very 
popular with young people and consequently in demand as club 
sponsors, chaperones, and the like, may be Battered by tlie atten- 
tion and sometimes accept more hours of extra duties than is 
^v^se. School administrators have sometimes rationalized that 
since many of these teachers were young teachers, they could 
svork harder. 

The question of salary differentials is closely associated with 
that of work-load. Should coaches of athletic teams, band in- 
structors. or other sponsors be paid salaries higher than other 
teachers of comparable training and experience because of these 
extra duties? Some argue that these salary differentials are 
necessary to compete svith other school districts in hiring certain 
outstandingly successful persons. On the other band, some 
sdwol systems have had highly successful programs without sal- 
ary differentials for extracurricular sponsors. 

Studies should be conducted in local school systems in order 
to find out the number of hours required to sponsor different 
activities, to note the relative amount of responsibility involved, 
and to calculate the results for eath person in determining the 
total work-load. For example, it apparently requires from 400 
to 500 hours of time to coach a varsity basketball team. Tliese 
hours should be added to hours spent by tlie coach in preparing 
for and teaching classes, grading papers, preparing reports, 
counseling students, serving on committees, and performing 
other duties in connection with his school work. The total num- 
ber of hours should then be compared with those of other faculty 
members for whom simOar calculations have been made. 

If the basketball coach works more hours than other persons, 
his work-load should be lightened, or he should be paid an extra 
salary based upon the number of excess hours worked. The 
former adjustment would seem in the long run to be more desir- 
able. All members of the staff should participate in this study. 
Morale is likely to be much higher as a result and sponsorship 
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of extracurricular acthities may be placed on a sounder basis 
insofar as work-load is concerned. 

Not all teachers should be e:q>ecled to be effecti%'e sponsors. 
Teachers who are not appointed as sponsors should be assigned 
.other duties for whicli they ai« suited. In such a manner, the 
work-loads of all teachers may be equalized so that those who 
appear to be unusually effective as sponsors of extracurricular 
activities are not penalized. 

Sponsors should bear an adoisory rather than a dictatorial rela- 
tionship to iha membership of the acHoittj being supervised. 

Much cooperative teadicr-pupil planning, conducting, and 
evaluating of activity programs should be a characteristic of tlie 
relationships between pupils and sponsors in an activity. Of 
course, the relationships should be similar to those generally 
followed in democratically oriented classrooms. 

Acriciries should bo managed so that sponsors are freed to the 
largest degree possible from communiUj pressures. 

One of the problems frequently associated with sponsorship 
of extracurricular activities is the existence of community pres- 
sures for kinds of success not encountered in connection with 
other phases of the school program. The community is more 
concerned over the percentage of victories in football Ilian in 
track; of basketball more Uian in debate; of band more than in 
Latin; of livestock judging more than in mathematics. There 
are, of course, many reasons for these special interests. The pres- 
tige of a to\vn or city becomes associated witli the success of 
teams. Sports enthusiasts are more vocal than other persons. 
There are more articles in tlie papers. It is easier, and more 
interesting for most people, to see a football team in action than 
an algebra class or the Spanish club. 

There are several ways of minimizing community pressures. 
Doubtless the fundamental method is tlirouglj increased com- 
munity participation in policy making for the school system. As 
more persons become involved In discussing educational aims 
xvith the professional staff, greater understanding and appre- 
ciation of the total program, including the place of athletics. 
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music, or other activities, will result Other ways of reducing 
pressure include expanding the program so that more students 
and more teams play regularly In interscholastic competition, 
placing athletics on the same basis as non-athletic activities, 
eliminating admission charges to students, and providing strong 
board of education support of the faculty and administration 
in their efforts to present a well-balanced program. 

Administoxtion axd Supervisiov 

Questions arise concerning ways in which policies are devel- 
oped for the management of the extracurricular program, who 
is charged with responsibility for administering the policies after 
they are developed, and the administrative relationships be- 
tween athletic and non-athletic activities. 

A planning body, representative of the eonsiUuent groups of the 
school, needs to he organized in order to advise the hoard of 
education regarding policies for the exfrocurrietdar program 
and to assist in implementing these policies in the local school.^ 

The board of education is legally empowered to approve poli- 
cies for the management of the extracurricular activities pro- 
gram. The board, however, in most cases needs to receive 
recommendations for the development of policies. Such recom- 
mendations should be carefully developed by the constituent 
groups of the schooL These groups include students, parents, 
teachers, non-academic employees, administrators, and the adult 
community in general 

No single pattern for the make-up of planning bodies may be 
proposed since these groups should be developed in terms of 
local conditions. A few suggestions may prove helpful The 
planning body might be composed of four students, three teach- 
ers, one non-academic employee, four parents, two administra- 
tors, and four representatives of the community. Obviously the 
numbers for each of these ^oups should be varied in terms of 
local needs. 

The exact proportion of representation of the different groups 
is not important since derisions should be reached on the basis 
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of group consensus rather than by simple majority votes. The 
students might be Uie officers of the student council elected by 
tlie whole student body. In any case, the students sen-ing on 
the planning body should be members of the student council. 
The parents might be elected by the Parent-Teadier Association. 
Representatives of teachers and non-academic employees should 
be elected by those groups. The administrators might be the 
principal and the director of extracurricular activities. The com- 
munity representatives might be elected from a community 
advisory council composed of representatives of women’s clubs, 
service clubs, patriotic, reb’gioits, and national groups, organ- 
ized labor, and organized management. The important consid- 
eration is that the members of the planning body represent 
definitely organized constituencies, so that when policies are 
being discussed, the representatives may refer these questions 
to the groups they represent for discussion and recommen- 
dations. 

Some readers may believe such an organization for policy 
making is needlessly complex. In actual operation this criticism 
need not apply. It is important that all of the groups that may 
be affected in one way or another have an opportunity to take 
part la the determination of policies. If this involvement is 
taken seriously, and there Is no really good reason why such 
cannot be the case, some of the evils which have been attached 
to the extracurricular program can be eliminated and much 
desirable moral and finana'al support can be obtained. The 
groups need not meet often after preliminary iwlicies are 
adopted. The administration of policies is the time-consuming 
job and this is done b)' paid employees. The groups sliould meet 
from time to time to re-examine policies and hear reports from 
administrative officers charged with execution of the policies. 

T/ie respotisfbili/tj jor the management of the cxtracurricnlar 
acticit/cs progrfljn rests tcUh the principal aUhotigh in many 
cases this responsibiUltj should be delegated to a director of 
extracurricular acticities, 

Tliere must be on executive head cliargcd with responsibility 
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for carrying out policies developed by the committee on extra- 
curricular activities and approved by the board of education. 
Tlie principal as head of the scliool must accept this responsi- 
bility. Because of his many other duties, it is assumed that the 
principal will in most instances delegate these responsibilities 
to some other qualified induidual. 

E\'en in smaller schools, such delegation of responsibility 
would appear to be desirable although the principal may wish 
to serve as director of actisatlcs and delegate some other respon- 
sibility sucli as that for guidance, curriculum development, or 
business management. Decisions with respect to which func- 
tions an administrator retains personally and which are dele- 
gated sliould be based upon a careful analysis of competendes 
of himself and the stall sv-ith whom he works. 

The person charged with administrative responsibility for the 
activit>’ program should have adequate time available for these 
duties. Such a person will have many duties Including oversee- 
ing the operation of most of the principles of management 
described in this chapter. There svill also be duties of a super- 
visory nature involving the organization of many types of group 
meetings and individual conferences. The fact that many activ- 
ity programs appear to be loosely managed and suffer from 
various types of imbalance may be due to the lack of executive 
direction of democratically developed policies. 

The administrative relationships for athletic and non-athletic 
activities should he the same. 

The foregoing principle should be axiomatic, but in practice 
there are many violations of it. The administrative relationships 
for appointing, supervising, and dismissing the coach of athletic 
teams may not be the same as is the case for other activities. 
Budgetary provisions sometimes vary. Athletics may be ex- 
pected to pay its own way while other activities may receive 
partial subsidies from tax funds. The director of athletics may 
not be subordinate administratively to a director of extracur- 
ricular activities. 

Whenever the school organizatmn itself places one type of 
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activity on a basis different bom others, it is only natural that 
persons not connected with the school may develop similar 
differentiations. All activities should be subjected to similar 
administrative controls, 

Finanoai- SorroKT 

Nearly all of the foregoing proposals for managing the extra- 
curricular program have financial implications. Topics requir- 
ing attention include possible sources of funds to support the' 
program and accounting procedures necessary in the efficient 
handling of funds, 

Extracurricular activities should be given adequate supporf 
from tax funds by the board of education. ' ^ ' 

Most school systems do not know exactly what the program' 
of extracurricular activities costs cither the taxpayers or indi- 
vidual students and their families. Such costs from tax funds 
include use of buildings, suppbes and equipment, salaries of 
teachers, administrators, clerks, custodians, and bus drivers, and 
jiaymcnt lor transportation. Costs to individuals include those 
for admission, dues, special clothing, equipment, meals away 
from home or at odd hours, and so on. School officials do not 
ordinarily calculate unit costs on such a refined basis and fami- 
lies seldom have such carefully computed records. Tliat these 
costs to individuals is considerable is shown by recent studies 
by Hand cited earlier.’* 

Students should not be prevented from participating in extra- 
curricular activities because of costs. The values placed upon 
tliese activities by students has been indicated earlier in the 
chapter. In view of tlie fact that there is a positive relationship 
between dropping out of school and socio-economic status (the 
percentage of drop-outs is higher among tlie children from 
poorer homes,'® and since the cost of participating in extra- 
curricular activities is relatively high, it would appear in the 
i*IIaroId C. itand. op. clt 

Charles M, Allen, The Devdopmetit of ihe ''Uohllng roicer" Studij for the 
Illinois Secondary School Ciirrlcvfum Frognmi, unpublished Ed. D. dissertation. 
(Vrbam: Tlie University of IBiaas, IBSO), p. 78. 
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interests of a democratically oriented school system that more 
of the costs of participation should be paid from tax funds. 

Assuming that participation in activities is educationally de- 
sirable, tliere seems to be little justification for pajnng the costs 
of an algebra, machine shop, or United States history class from 
tax revenue, and at the same lime expecting basketball to be 
supported out of gate receipts, or anticipating that mestling 
or debate should be supported by receipts from basketball and 
dramatics respectively, simply because students will pay admis- 
sions to those events. Some persons, of course, argue that par- 
ents do not object as strenuously to paying admissions for 
students as they do to paying taxes. This argument might be. 
justified if it did not work hardships upon the youth of certain 
classes in society. 

• , A few boards of education are taking steps to reduce the costs 
of participation in activities. In Bloomington, Illinois, for exam- 
ple, the board recently abolished all admission charges for 
students to athletic, social, and speedr events and provided 
each student with a free copy of the school paper and yearbook. 
Such a move seems essential if ah students are to be ^ven equal 
opportunities to participate in activities. All costs for uniforms* 
special equipment, transportation of team members to games 
aw’ay from home, and other expenses directly related to par- 
ticipation in activities must be met from ta.x funds. To charge 
individual students directly or indirectly for participating in 
activites ether as spectators or participants and thus automat- 
ically exclude or greatly limit participating by students in lower 
economic groups is a violation of the principle of free schools 
equally open to all American youth. 

Everything considered, it seems that more tax funds should 
be used for the support of actirities than has been done in most 
schools in the past Admissions and fees charged students for 
games, presentations, publications, and social activities should 
be abolished or made very small Charges to adults should be 
based, as is the case of all adult amusements, on what these per- 
sons will pay; the school here is in competition svith commercial 
enterprises and must view its opeiatioas accordingly. 
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Many of the improvements in the program of extracurricular 
activities suggested in this and the following chapter will re- 
quire expenditure of additional funds. These funds will be 
forthcoming only on the basts tljat activities are viewed as in- 
tegral parts of the educational program and expenditures for 
them are based upon Ute same types of research and study as 
given to science, matliematics, social studies, vocational sub- 
jects, and otlier areas of the curriculum. There should be no 
differences in pltilosophy of support among the various areas 
of the educational program. 

Procedures in receiving, expending, and accounting for activity 
junds should leach students correct attitudes and habits in han- 
dling funds. 

Court decisions have held tiial activity funds are legally under 
the control of the board of education and are subject to the same 
controls exercised over all funds administered under the direc- 
tion of the board of education.'^ Regardless of whether or not 
law’s arc passed in given states, the procedures for the manage- 
ment of school funds should be carefully planned. 

The amounts of money handled are sizable even in the small- 
est schools. ^Vhc^ tlie total receipts and expenditures for ?11 
activities are considered, the amount of money involved during 
a year is usually in excess of $1,000 in schools with 100-150 stu- 
dents; in large schools die amount may be as large as $100,000 
or more. It is difficult to cite exact figures because the amount 
varies so widely depending upon local methods of accounting 
and allocation of expenses and receipts. The management of 
funds is usually >vell-known to large numbers of students as they 
participate actively in receiving and expending the money. 
Many teaching opportunities are presented in connection w'ith 
the handling of these funds. 

A fundamental principle in handling activity funds is that 
there should be an auditable record of every transaction. This 
means that a paper record, duly attested, should be a part of 

ir C. Baker Thompson, "What is ESectiv« Adminislracion of Pupil Activity 
Finances?" The BuHefin of the Natioeyil Aamaation of Secondary School Prin- 
cipal. SS No. 162 (April 1949). p. 287. 
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evety receipt and expenditure. Whenever an expenditure is 
made, there should be a requisition signed by the sponsor, an 
authorized member of the organization, and the central treas- 
urer instructing lliat a check should be drawn for payment. All 
bills should be paid by check. The transaction is completed 
when the cancelled check is filed along with the requisition and 
invoice for each expenditure. 

\Vhen funds are received by school officials, a receipt in dupli- 
cate should always be issued. The teacher or other person who 
receives funds from a student should always issue such a receipt, 
and the central treasurer in receiving funds from teachers 
should also issue a receipt. Whenever possible, all funds from 
students should be received at a central place so that individual 
teachers do not need to receive funds from students. 

Two general procedures are recommended for protecting ac- r 
tivities against loss of funds. The central treasurer of the s^ool 
should be adequately bonded. If teachers are involved in col- 
lecting funds, these teachers also should be bonded. There 
should also be an annual audit of all accounts. This audit should 
be made by a competent professional auditor not connected with 
the school system. This audit may be done at the same time the 
general finances of the school district are being audited. 

Budgets to guide expending and receiving funds should be 
made by eacli actiNaty and for the total schooL Not only is this 
procedure desirable from the standpoint of effective manage- 
ment, but it also provides an opportunitj' for teaching students 
the importance of a budget. Those schools in which there is a 
general activities fee or a flat grant of funds from tlie board of 
education have in certain cases ^ven the student council re- 
sponsibility for adopting an all-school activities budget Repre- 
sentatives of individual activities appear before the student 
council to seek portions of the funds. This has been regarded 
by some as good training for citizenship in that it tends to dupli- 
cate procedures followed by adult ©Dups. 

The Soregbing suggestions (or handling activity hmds are jnst 
as appropriate for small schools as they are for larger ones. Data 
from the North Central Associatioa study referred to in fore- 
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STUDY AND DISCUSSION 

L Maie a report invoh-ing a study of the historical development 
and expansion of extracurricular actisides along with analysis of 
the gross-th and expansion of secondary education during the 
past 50 to 100 > ears. 

2. Some writers in education have advocated the abolition of the 
term “extracurricular arrivities* in view of the fact that the edu- 
cational program should be broadened in scope to include all of 
the so-called extracurricular actirities as a part of the cumcu* 
luDi. What is your reaction to this argument? 

3. There are many interesting and thought provoking studies 
which may easily be made in local scliools. Members of the 
class or a faculty group might wish to conduct one or more of 
the following studies: 

(a) ^Vhat are the relattse values placed by students in the local 
community on the following six types of activities (to be 
listed by each student in order of personal satisfaction ): 
activities centering around the home, activities centering 
around ooa-commerdal agencies (church, Y.M.CA, etc), 
regular school subjects, activities centering around com* 
merdal agencies, unplanned peer group activities (meeting 
a group of friend on the street, in a drugstore, etc.), extra- 
class activities^ and activities centering around the home. 
( In conducting an opinion poll or questionnaire study, each 
of the foregoing tenns should be deBned more in detail for 
the secondary school students.) 

(b) What is the extent of partiapation in extra-class activities 
in the local school? 

(c) ^Vho participates in extra-class activ ities in the local school? 
( any number of classifications may be used, such as sodo* 
economic status, classification in school, racial or national 
origins, location of homes, etc. ) 

(d) What are the reasons students give for not participating in 
extracurricular activities? 

(e) WTiat are the costs for participating in activities either as 
a primary' participant or as a spectator? 

(f) What amount of time is required by faculty sponsors to 
relation to extracurricular activities? 

4. Analj'ze carefully the extracurricular activities program to ® 

given school with reference to the principles of vertical and 
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horizontal balance in the program, as described in tins chapter. 

5. State the arguments for scheduling of activities, contest partici- 
pation, responsibilities of the school for the welfare of indis'idual 
students, scliolastic requirements for participation, maintenance 
of adequate records of participalion,.equalizing of work-load of 
teachers engaged in sponsoring extracurricular activities, and 
procedures for the fitiandal support of activities. 
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Extracurricular Activities: 
Improving Programs 


/. Loyd Trump 


Tlio preceding cliaptcr was concerned with what might be 
termed overall principles for managing the program of extra- 
curricdlar activities. In (his cliapter suggestions are given for 
improving different types of activities. Assemblies, athletics, 
class organizations, clubs, commencements, contests, home- 
rooms, honoraries, music organizations, publications, social func- 
tions, speech activities, student participation in control, tours, 
and out-of-school experiences arc discussed in Uiat order. An 
eXFort is made in each case to describe the general nature of the 
activity, to cite some examples of its practice, and to provide 
suggestions for improvement and further consideration. 

Asscmdues 

The scJiool assembly is one of the oldest and most popular 
types of school activities. Cliapel exercises were regularly held 
in many schools. Assembly programs were often used to open, 
the school day. Friday a/femoon literary programs were an- 
ollier common activity. Some of the currently accepted purposes 
of scliool assemblies are to provide outlets of expression for 
sftiaVortsr, to motivafe Che woriraf efasser. ami ftr aaefy the scfrool 
and build morale. 
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Kinds of assemblies. There are many kinds of assembly pro- 
grams. Five major types might be classified as follows: (1) stu- 
dent centered, (2) faculty centered, (3) e-tcbaage, (4) 
community, and ( 5 ) outside professional talent. Any one of the 
foregoing might include lectures, panel discussions, symposia, 
dramatizations, use of audio-visual aids, music, demonstrations, 
and exhibitions. 

Student centered programs develop both from class and extra- 
curricular work. Members of a soda) studies class might present 
a panel discussion or symposium regarding some controversial 
issue of the day. A program honoring George Washington fre- 
quently may be given by students enrolled in a history or 
English class. Ahome economics, agriculture, or radio class can 
prepare a demonstration. The music, art, and speech depart- 
ments can combine to present a Christmas program. Members 
of an athletic team and others can participate in a pep assembly. 
Students are inducted into the Honor Society. A school club 
might present a report of some successful project Candidates 
for office at a student election can make speeches. A movie of 
last week’s football game might be sbow-n. All students can join 
in group singing. 

Faculty centered assembly programs are usually held less fre- 
quently, but they have an important place in the total program. 
A faculty member who lias taken an unusual trip, held an im- 
portant position, developed a hobby of general interest, or has 
some material of interest to the student body at large can be 
invited to speak. The principal, director of activities, sponsor 
of the student council, or some other person witli responsibility 
might be asked to present certain ideas that will be of significant 
importance to the entire student body. A group of faculty per- 
sons can present a panel or symposium on some subject of gen- 
eral interest. Students enjoy these faculty centered assemblies 
since they frequently see faculty members in roles different from 
those typically observed in clai^ooms. 
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the sdiool of the visitors to provide a program there. The types 
of programs aro as varied as those described in the earlier para- 
graph dealing with student centered programs. There should 
be careful advance planning between the schools whiclx are 
going to exchange so that the programs fit into the general plans 
of the assembly committee or other group responsible for plan- 
ning the scries of assemblies. One of the principal advantages 
in the exchange assembly idea is that the students have contacts 
will students of oilier schools in addition to times when they 
meet in atliletic competition. Stimulation is received from each 
other in terms of ideas and belter \vays of doing things. Better 
relations behveen schools may be developed. 

Community programs are similar to faculty centered pro- 
grams in tliat typically tliey are presentations by adults who 
have some particular message or entertainment of worthwliile 
interest to tlie scliool group. Some interesting presentations by 
persons of diEercnt national groups are given. Leaders in the 
community present vieivs on controversial issues. A local lec- 
turer or entertainer of note is invited to present a program. 
Representatives of a patriotic or service organization provide 
a program in observance of a special day or kuncli a project 
of interest to youth. Those in diarge of assemblies must work 
especially carefully ivilh these groups in advance of the program 
to sec tliat the materials are presented in an organized, compe- 
tent manner, that time schedules are planned, and tliat other 
essential elements of good assembly programs included. 

Commercial programs. From time to time outside profes- 
sional talent is also brought to die school for assembly programs. 
Tliere are commercial agencies a part of whose business consists 
in furnishing talent to schools conducting almost every conceiv- 
able tyiK! of program. The costs of these programs vary widely 
depending chiefly upon the eminence of the talent The extent 
to whicli professional talent is used depends to some extent upon 
the type and location of die schooL Some tcadiers and admin- 
istrators jusftfv a comparatively extensive use of professional 
talent on die grounds that students irould not be able to sec 
such persons perform unless an opportunity is provided dirough 
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the school. One of the practices followed by some schools in 
connection with professional talent is very questionable: charg- 
ing students admission to these assembly programs. Students 
who are eitlier unable or unw illin g to pay arc sent to a study 
hall, the gymnasium, or home during the assembly. 

If the assembly is valuable from an educational standpoint, 
the costs of securing tlie program should be borne by the school 
and all students should be permitted to attend witliout charge. 
A possible exception might be made if the assembly program 
is presented after school hours by some organization aiming to 
raise money for a worthy project. 

Many administrative questions need to be settled with re- 
spect to assembly programs. The auditorium may not be large 
enougli to hold tlie entire student body so it may be desirable 
to work out a schedule to permit repeating the programs with 
different class groups scheduled eadi period. Assemblies are 
held at almost every time during the school day. Some schools 
omit a period entirely; others shorten periods and use a different 
daily schedule when an assembly is planned. Although students 
are usually assigned seats in the auditorium with faculty mem- 
bers in charge of each section, some schools have developed 
student-control to the point where such arrangements are un- 
necessary. Some schools have standardized procedures for open- 
ing and closing assembly programs, such as providing music 
wliile students enter and leave, posting colors, singing the na- 
tional antliem, giving the pledge to tlie Bag, and the IBce. Pro- 
cedures need to be developed regarding meeting visitors, 
presiding at assemblies, pbnning and evaluating programs. 
Usually an assembly committee, composed of students and fac- 
ulty members, is helpful in administering and supervising the 
assembly program. Planning a program for a semester in ad- 
vance prevents accepting inferior programs “just to have an 
assembly." 

ATltLEnCS 

That part of the extracurricular program which typically at- 
tracts the largest number of participants and spectators, includ* 



IMPROVING EXTRACURRICULAR PROGRAMS 247 


ing persons outside tlie school, and results in the greatest 
amount of travel away from the sdiool, and produces the largest 
amount of revenue and expcajditures is, of course, tlie atliletic 
program. More words of condemnation and praise have doubt- 
less been written and more public and private arguments, 
friendly and unfriendly, engaged in concerning athletics than 
any other phase of the program. More sponsors of athletic activ- 
ities have been paid Uglier salaries tlian other teachers and 
more of them have been dismissed for lack of success than in 
any other activity. Even school administrators have been em- 
ployed and discharged because of their attitude toward athlet- 
ics; teachers* salaries have been raised because a community 
was enthusiastic over a successful athletic program and believed 
its schools were xmusually effective. The present discussion 
touches only a few of Uie highlights regarding this important 
phase of the extracurricular program. 

There are two major divisions of the program; (1) intramural 
adiletics involving teams and individuals playing one another 
within tlie local school, and (2) interscholastic athletics involv- 
ing teams and individuals competing with those from other 
schools. Both are important elements of a successful program. 
In practice there seems to be no necessary dichotomy between 
Uie two; Uie strongest intramural athletic programs seem to be 
found where the Interscholastic program is highly developed 
On a soimd basis. 

IntcTSchalastic programs. The success of an interscholastic 
program should be measured largely in terms of the number of 
different boys, and possibly girls, who participate in a wide 
variety of types of games in iutersdiolastic competition during 
the year. No effort wll be made here to settle the controversy 
regarding die extent to which girls and junior high scliool age 
boys should participate in interscholastic athletics. Authorities 
and state athletic associations differ on these issues. On the 
basis of experience, tlie writer believes a limited number of 
games during a season, for example, six or eight games in basket- 
ball, is desirable for junior high school boys and girls and for 
senior high scliool girls. Women coaches should be provided 
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for girls’ teams and games sliould be played with nearby schools 
in the afternoon or on Saturday mornings rather than at night 
for both girls and junior high school boys. The author also 
believes that high school boys’ teams should play fewer games 
than is now typical in many instances; a limit of 12 to 16 basket- 
ball games, for example, would seem desirable. 

The important matter is that a large proportion of students 
should be given an opportunity for experiences in interscholastic 
competition. Tlus objective requires that more than one or two 
teams per sport engage in intersdrolastic competition and that 
several sports be included in the program. In all but the small- 
est schools enrolling 150 or fewer students, there should be a 
minimum of four teams in basketball and football in interscho- 
lastic league competition; in larger schools the number might 
well be as high as eight or ten. League rules should set stand- 
ards so that competition among the teams is on an equitable 
basis. Championships may be developed for each team level. 
Four such teams might be freshmen, sophomore, junior varsity 
and varsity; eight teams would result if there were first and sec- 
ond teams in each level or if each were divided on a lightweight- 
heavyweight basis. Such a program would provide a large num- 
ber of students with the purported advantages of competition 
with students from other seboob. 

Teams and individuab should be able to win a fair share of 
victories over a period of years. Thb objective may be realized 
if leagues of competing schoob are carefully planned. A school 
should not attempt to maintain membership, perhaps for pres- 
tige reasons, in a league in which its teams are doomed to a 
large proportion of defeats, nor should it remain in a league 
in which its teams do not receive vigorous competition from 
other schoob because the others are perennially weaker. 

Supervision. Participants should receive careful supervision 
in all aspects of interscholastic athletics. State associations 
should strictly enforce rules regarding eligibility in terms of resi- 
dence and school membership in good sUading. The local 
school is obligated to provide adequate physical examinations 
and health services for all students, including those in athletics. 
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Furnishing quality supplies and equipment is also important; 
injuries are more likely to result when inadequate equipment 
is provided. Students should not be expected to furnish expen- 
sive equipment since this procedure tends to place hardships 
upon students from less privileged homes. Care must be exer- 
cised that safety precautions are observed for students being 
transported to games. Students away from home should be- 
carefully supervised. 

Spectator conduct. Sometimes spectators become a problem, 
at athletic contests. Constructive measures may help students 
and adults learn liow to conduct themselves properly at a con- 
test, even when the score is tied near tlie end of a contest with 
a traditional rival and a questionable foul is called against tire 
Irome team. There are several aspects to be considered. Gen- 
eral relations may be improved between schools. In cities hav- 
ing more tlian one high school or among high schools in a league 
when the rivalry is especially keen, relations ha\’e been im- 
proved when joint pep rallies or exchange assemblies willi 
appropriate talks by players, cheer leaders, coaches, and others 
are held the day before tlic game. Pre-season cooperati\’e game 
demonstrations and joint band and cheer jirograms have pro- 
duced similar results. Cheer leaders are key persons in devel- 
oping good sportsmanship. In many leagues i egularly scheduled 
all-Icaguc meetings of cheer leaders are held to discuss codes 
of conduct and ways of improving spectator support at games. 

Troublesome adults are usually best dealt with as individuals 
although general announcements in the papers and at games are 
also helpful. The conduct of coaches and players is also instru- 
mental in developing gtx}d relationships. Coaclies who insist 
on temperamental outbursts against officials, players from a 
visiting school, or spectators should be dismissed from coacliing 
duties. Finally, because in spite of all constructive measures, 
individual students, adults, or small groups at times get out of 
hand at a game, adequate policing of die stands should be pro- 
vided. Such services usually may b& secured ihrou^t arrange’ 

, menls witli the local police. It is desirable, however, in addition 
to police protection, to have an adequate number of iaculty 
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members on duty throughout tlie stands. Sucli persons should 
he allowed to include these duties among their total worh-load 
as faculty members. 

Managing contents. Because an athletic game provides an 
opportunity for more adults to sec the school in operation than 
almost aziy other activity, it is desirable lljat the events of the 
contest be well-planned. In addition to the measures suggested 
to control crowds, scs'cral other matters should be given atten- 
tion. Ticket sales should be organized in an equitable, digniOed 
manner to prevent scalping if the demand should exceed Uie 
supply. It is best to sell rcscr\-ed scats in a gymnasium with 
choice of seats determined by lot. Students should have prior- 
ity, up to a specified time, over adults. Tickets to special events, 
sucli as tournaments where die demand is unusually great, 
should bo made available by lot to season ticket holders. 

Flag raising, band performances, bclwccn-lulves programs, 
and any otlicr special events, should be carefully planned and 
executed to reflect credit upon the school. Sliowmanship U 
desirable. Parking facilities should be carefully planned .and 
supervised; parking assistants and police protection should 
be provaded. From the time tlie adult guest approaches the 
game site until he leaves, he should feel that everything has 
been carefully planned and systematically managed. 

Intramural programs. In most junior high schools and many 
senior high schools the provision of a well-organized intramural 
activity is an integral part of the athletic program. In the Gales- 
burg, Illinois, Senior High School, for example, 74 per cent of 
500 boys enrolled are reported as participants in 31 intramural 
sports events.* Other schools report comparable participation 
by both boys and girls. Sometimes the games are played at noon 
while other schools scliedule games after school, in the evening, 
and on Saturdays, \'arsity players often serve as coaches and 
officials. Equipment and awai^ are provided by many schools 
for participants. 

Schools that make careful plans and provide the necessary 

* Cliarles J, Bednar, "Intramuial AUiIetics Proaam.” School Acticitiet, 20 
^January. 1949), p. 173. 
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building facilities and personnel usually have little <lifficully 
in developing excellent programs of intramural athletics. There 
must be adequate financial support from tax funds. It is im* 
realistic to expect the interscholastic atliletics program to su^)- 
port intramurals, and to expect varsity coaches to run tlie 
program in their spare time is likely to prove fatal to its success. 

Class OncANtzATioxs 

The purposes served by class organizations vary according 
to tlie size of school and local tradition. In smaller schools many 
typical homeroom activities are carried on by class organiza- 
tions. Included among activities organized along class lines are 
assembly progran)S, intramural athletics, contests and drives, 
bonoraries, publications such as the yearbook, social affairs, 
special activities such as those associated with commencement, 
student participation in control, and tours. Sometimes there are 
guidance functions such as tlie selection of senior students to 
help “little brothers” or “sisters’ among Uie incoming students, 
Details with respect to the organization and supervision of the 
foregoing activities are discussed elsewhere in this cliapter 
and in the book. 

Many of tlie principles of management described in tlie pre- 
ceding chapter are especially relevant to class organization ac- 
tivities. One of die problems is to secure a wide distribution of 
participation among members of tbe class. Sometimes a class 
elects officers and dien assumes that die work of the group will 
be done by Uiese officers and the faculty sponsor. One possible 
scheme to widen pardcipation is to prepare early in the year a 
list of all class funedons along widi a breakdown of the kinds 
of duties involved in each function. Students are then asked 
to make choices among these dudes so that the officers or other 
designated persons may assign duties widely on die basis of 
expressed wishes. 

Financial firoblems. The question of class finances may be a 
difficult one. Classes sometimes raise relatively large sums of 
money in order to finance a senior trip, a special publication. 
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or a gift to the school. These funds may be raised as a result of 
dances, programs, and tlie like, as well as by assessed dues. 
Dues as high as one dollar or more per semester are often as- 
sessed altliough dues are usually much smaller amounts. Ques- 
tions must always be raised cobccmmg dues and money-making 
projects. Do these activities constitute “hidden tuition” costs? ? 
Are these financial burdens a factor in causing some students to 
drop out of school? Are the puqwses for which the money « 
raised (tours, publications, and gifts) desirable in the educa- 
tional program for all youtii? If they are, should not the funds 
be provided from tax sources? 

Class rings and special garb may also constitute an expensive 
cliarge to students. Many school ofBcals would prefer to elim- 
inate such purchases by students, but they find local tradition 
too strong to discontinue the practice. One means of lowering 
costs of class rings and pins tliat has worked satisfactorily in 
some schools is to adopt standard je>ve)ry that may be pur- 
chased at retail stores upon presentation of an identification 
card by a student The fact that the same style je^^’elry is sold 
in larger quantities results in lower prices. An important ad- 
vantage is that students can recognize the school insignia easily 
and thus know that a given individual is a member or alumnus 
of his school; that is usually impossible when the ring style 
is changed each year. Class garb may similarly be standardized 
to-reduce costs. The same is also true with respect to com- 
mencement announcements and other ria-:; organization costs. 

Sponsors. The selection of class sponsors may be on several 
bases. The sponsor(s) may be selected by the class by vote, 
a method which may have objectionable features since it tends 
to be recognized as a popularity contest among teachers. Some- 
times sponsors are appointed by the principal, possibly also ob- 
jectionable since the students may not wish to work with the 
person selected. 

A preferable plan is to select all members of the faculty au- 
tomatically as class sponsors, with a system of cbaiiman-sponsor 


See pp. 223 and 224, Chapter 10. 
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clioscn by lot for each class. For example, if the school Is or- 
ganized into homerooms on a grade-level basis, ail of the home- 
room teachers of a given grade-level are antomatically najiictl 
class sponsors. The officers of the doss, or a student committee, 
niect with the teachers Involved, select one teacher as diainnan- 
spoiisor and divide other duties among the teacher group. One 
or two teachers then work with the group planning a dance 
and so on tlirough all of the class activities. Such a system tends 
to involve more teachers as sponsors and divides the load more 
equitably. The chairman-sponsor siipcrv’ises the total program, 
but escapes many details and has a load lighter than is tlic case 
when one or two persons alone arc assigned as sponsors. Such 
a plan also results in class sponsors continuhsg with the class 
through graduation. 


Clubs 

One of the especially noteworthy characteristics of adult 
Americans, although not a monopoly trait to bo sure, is a ten- 
dency to orgajiizc societies, dubs, lodges, and many other 
kinds of groups. Adult Amcric.ins spend many of their waking 
hours in organization work of one kind or ajiother. \Vhcther 
this tendency of adults to organize clubs is responsible for ilie 
large development uf sdiool clubs, or whether the students 
themselves early fed the same organization urge may be ques- 
tionable, but the fact remains that most schools, dementary 
as well as secondary, have many clubs. /U early as 1031, 
Frctwdl found 1,372 dubs listed in the handbooks of 100 senior 
high schools.* Cruhn similarly lists a large number of dubs 
found in junior high sdiools.* Tlic following is a general classi- 
fication of dubs provided by Reavis and Van Dyke in llie 
National Survey of Secondary Education: (1) student govern- 
ment, school service, and honorary organizations; (2) social, 
moral, leadership, and guidance clubs; (3) departmental dubs; 

SKllxit K. FrctHclI. Extta-CurriculaT ActnltU* in Sfcotular]/ SchooU, (B<aton: 
Ilouiciiton MlQLn Couipany. 133t), p. 23^ 

* U'liiiain T. Crut>n. «nJ llirl R. IAkt^Uxi. The HoJcrn Junior lUeh School, 
{New York; Tbe Roolld 1047). pp> 353-330, 



254 IMPROVING EXTRACURRICULAR PROGRAMS 

(4) publications and journalistic organizations; (5) dramatic 
clubs, literary societies, and forensic activities; (6) musical 
organizations; and (7) special interest clubs.® 

Planning dub programs. No single pattern of recommended 
clubs may be listed for the guidance of those planning or evalu- 
ating a club program in a secondary school. The total number 
of clubs will depend upon the size of lire school, the extent 
to wliich club activities have been absorbed into the regular 
classwork of the school, arwl the amount of club activity in 
out-of-school experiences. A committee of students and fac- 
ulty members should take all of Uie foregoing factors into 
consideration in analyzing the program. A study of clubs pro- 
vided in other schools as well as the use of the classification 
by Reavis and Van Dyke will provide a useful frame of ref- 
erence. If there appear to be gaps in the program, students 
may be informed of possible additions through assemblies, 
homeroom discussions, class study, and the like. 

School clubs attempt to serve a variety of purposes. Con- 
siderable emphasis was placed in the preceding chapter on tlie 
need for clubs to function as service organizations. Many 
examples of clubs that have functioned in this manner may 
be cited. The Woodrow Wilson High School in Washington, 
D. C, for example, Jias a Newscasters Club whose members 
broadcast daily a summary of significant news over tlie school s 
public address system.® In the Natrona County High School, 
Casper, Wyoming, a Newcomers Club includes all students 
new to the school and plans a pro^m to help them become 
acquainted with and participate in activities.^. Tlie Crusader 
Commercial Club of Rural High School, Buhler, Kansas, han- 
dles the accounting, advertising, ushering, and other tasks 
connected with the management of crowds at school and com- 

* William C. Reavis, and Hcniy E. Van D}ke, }\^onathletic Extracurriculum 
AcUttUes, National Surv'cy of Seemdary Educabon Monograph Ko. 26, Uiut«i 
Slates Office of No. 17, 13^ t>p. 78-73. 

«Anne EUis, "Significant News of the Day Broadcast to Student Body," SffiooJ 
AcrivUies, 20 (February, 1349). n>. 201-203. 

1 Kathleen Henry, "A Club fo» Nevcaaets,” School Acticilies, 19 (Febmaiy. 
1918), pp. 186-187. 
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munity functions, providing services for forty or more different 
activities.* In Seattle, Washington, tlie Minute Service Club 
boys of Roosevelt Higli Sdiool plant trees and purchase and 
develop waste tracts of land.* 

Clubs and curiicuUim. Many examples of close relationships 
between club activities and the curriculum may be cited. In 
the West High School, Newark, New Jersey, for example, a 
club of 77 boys and girls formed because of interest in radio 
work wrote scripts, used recording maebines, visited radio 
stations, and participated in broadcasts. The club no longer 
exists since it has now been replaced by a radio workshop 
authorized to give school crediL“ In a Prospective Nurses 
Club, die girls of Henry Snyder High School, Jersey City, New 
Jersey, have developed a model hospital room at the scliool, 
invite graduate nurses as guests, visit hospitals, and do other 
things designed to aid girls in making intelligent vocational 
choices." 

FTA (Future Teachers of America) Clubs, student groups 
affiliated with the National Education Association, are being 
organized in an increasing number of schools in an effort to 
stimulate interest in the teaching profession. Members of the 
Farrell-McGuffey Chapter of the FTA in Franklin High School, 
Franklin, Ohio, assist in regular classroom teaching in I>oth 
grade and liigli schools, serve as guides for visitors, assist 
teacliers in grading papers and making out report cards, pre- 
sent assembly programs, and hold regular meetings to study 
the teacher profession.^* 

Clubs arc frequently organized to develop hobbies or special 
interests. Junior high school students in Butler, Missouri, set 

« Frances Bctlcr, “Commercial CIvb wilh A Scruce,” fCanstu Teacher, 53 
(April. 10J7).p. 12. 

*Ccal F. Bullock. “Conservatioa Acbvitics at Booscvelt High Scliool.** Schod 
Acticitict, 17 (Fehruary, 1940), pp.S07-20S. 

Catlicrinc M. Cullimore, “A Radio Woekshc^ Club,“ Tlte Journal, 

37 (June, 1948). pp. 318-320. 

A. J. Onico, “School Club Cncs Review of Kursuig,“ OccupaHons, 24 
(December, 1945), pp. 156-157. 

t- Geiie i^ne Donnady. “How Our Future Teechen* Club Sc■r^'cs the School,'* 
Sifioof ActieUm, April, 1949, pp. 265-266. 
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up in a spare classroom a model railroad system, Uie "Happy 
Valley Line,” made of equipment constructed for the most 
part ui the homes of members.** Tlic Junior Chess Association 
of Minneapolis, Mumesota, made up of representatives of chess 
clubs in several city schools, organized matches at the Minne- 
apolis Chess and Checker rooms in tlie Lunrber Exchange 
building.” The list could be extended almost indefinitely to 
describe activities representing all types of interests and 
bobbies. 

Chib meetings. Various practices regarding scheduling of 
clubs are followed in different schools. A large number of clubs 
may be scheduled at the same period so that students are 
forced to make clioices on t!«e theory that membership may 
in this way be controlled belter. Tins is a questionable pro- 
cedure since one purpose of clubs is to provide a variety of 
exploratory expcrieuces. Clubs are sometimes scheduled dur- 
ing Uic time of a regular class period if the club U closely 
related to die class, if most of the members belong, and the 
teacher is the sponsor. Another plan is to scatter club meetings 
tlirougiiout the schedule so tliat students may plan programs 
accordingly at the beginning of tlie semester and participate 
in a club meeting during a free pCTiod. Clubs are also sched- 
uled after sclrool and even at night. 

Much of the success of a club depends upon the interest 
and enthusiasm of the sponsor as x\ell as his abUity to develop 
with the membership the notion that the organization should 
be an active one; most of tlie members should participate in 
e\ ery meeting doing tilings which students consider important. 
Care should be exercised to see that clubs are not self-perpetu- 
ating or exclusive insofar as tnembersliip is concerned, tliat 
small cliques do not run the organization, and that programs 
are planned within the limitations of facilities and time avail- 
able for students and sponsors. 

»*Neal Neff, “Model Railroad dub." Sctiool Actiullei. IS (March. 194"). 
pp. 212-213. 

** lAny Samstad, “Jumor Chess Associ^un Sponsors Tournament.” Sciuioi 
Actttttiea. 19 (September, 1947). p. Oi 

\ 
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COMMEKCEMENT 

Altliougli increased emphasis upon adult education along 
will the fact tliat students remain in school longer tend to 
argue for greatly decreased empliasis upon commencement 
exercises, possibly even their elimination, these events are sut- 
roiinded with so much public tradition that they will doubtless 
remain a part of the educational program for many years to 
come. The junior high school commencement, esiJcciall)’, 
should not be a formalized event 

iVeto type commenceinents. Tlie traditional high school 
commencement, with a guest speaker providing words of coun- 
sel to the graduates, is being replaced in many schools. Fre- 
quently a group of carefully traiued students, selected for 
speaking ability ratlier than scholastic achievement, occupy 
the time formerly allotted the speaker and discuss topics of 
interest consldeiiog school experiences, the role of education, 
youth attitudes toward current issues, and the like. Both stu- 
dents and adults are usually favorably impressed when the 
school presents such a program rather than the traditional com- 
mencement exercise. It is important when student speakers 
ore used tliat Urey be carefully selected and trained so that 
their performance will reflect credit upon Uie education tliey 
have received. Some persons, however, object to this type of 
program because it tends to permit only a few students to par- 
ticipate; to them a pageant or some other presentation includ- 
ing large numbers of the graduates is preferable. 

Tlie National Association o! Secondary School Prmcipals 
of die National Education Association publishes each Novem- 
ber a volume known as The (year) Commencement Manual. 
This book contains a summary of high school graduation pro- 
grams including complete scripts of botli traditional and ‘'mod- 
emired” commencemeuts. These descriptioirs, assembled each 
year by the national ofRce of tlie organization, come from all 
sections of the countiy, representing a great variety of ^pes 
of sdiools. Those planning a commencement program will find 
this book a valuable reference. 
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Costs of grcJi/oftoH. Costs to students in connection with 
commencement sometimes constitute a problem. Practices 
de\ elop, such as girls each carrying a dozen roses, boys and 
girls dressing formally, giving expensive gifts to classmates and 
teachers, planning elaborate entertainments following gradua- 
tion, and so on, that bring hardships to certain students. Such 
practices should be discouraged. Usually meetings involving 
parents, teachers, and tlie graduates are effective in developing 
educationally soimd procedures. There is a growing tendenc)' 
lor graduates to rent caps and gowns. So long as this results 
in savings to students, this provision of uniform dress is prob- 
ably desirable. Although colors for high school caps and 
gowns liave been traditional, recently classes have been select- 
ing caps and gowns of many different colors. 

In general, those plaoning commencement activities should 
strive for simph'cit)', dignit)*, and qualilj’ of performance with 
less emphasis on expettsive activities and those which tend 
to higldight a few individuals. Honors to individuals in tlie 
class should be handled at an assembly ratlier than at the com- 
mencement program. Length)’ student programs and eulogies 
by teachers, administrators, and board of education presidents 
should be avoided. The total amount of time for the program 
and awarding of diplomas should not exceed an hour and a 
half. One hour is probably a belter length. Some schools liold 
a reception with light refrcshmeDls immediately after the com- 
mencement program so that parents and friends of the gradu- 
ates may visit and meet members of the faculty, the board of 
education, and the parents of other graduates. 

Contests 

Each year a school is called upon to have students partici- 
pate in many interscholaslic and intramural contests in addi- 
tion to those of an athletic nature described earlier in this 
chapter. Both commercial and non-commercial agencies, local, 
state, and nationaL eagerly seek the promotion of their pro- 
grams by organizing all sorts of contests for high school stu- 
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dents. There is a belief Uiat when higli school students prepare 
speeches, write essays, draw carttwns, pictures, or ijostcrs, 
sing or play an instrument, and Uie like, these students wll 
become interested in a given product or program sponsored by 
an organization. Usually lire awards to tlie winners are small 
although not infrequently the amount of money iinolved be- 
comes sizable. Winners are sometimes expected to travel great 
distances and spend considerable time participating in re- 
gional, state, and national contests. Usually the contests have 
some planned relationship to tlie educational program although 
frequently the tuning of tlic contest is not particularly appro- 
priate. 

Obviously, schools need to be on the alert to protect young 
people from exploitation from outside groups, some of whom 
may apply considerable pressure of one type or another to 
secure the cooperation of school authorities. Some of these 
groups are quite sincere and believe they have the interests 
of students at heart; tlicy simply need to be helped to see the 
total implications of their efforts. 

Contest problems. In addition to the problems already 
pointed out, school authorities need be concerned with die 
ways in which sponsors and students spend their lime and 
energ)’. Contest preparation neatly always requires certain 
students and tlieir teachers to s^icnd many hours in concen- 
trated work. Since the time of tcadicrs is always at a premium, 
school officials must always raise a question of values. Would 
die time a band instructor spends on contest numbers be better 
spent in teaching more young persons to play instruments? 
Would die time spent in practicing the S[>eaker or team l>e 
better spent supervising improving of discussion techniques 
for larger numbers of students? Tlicre is also the danger that 
teachers in their zeal to win contests, thereby achieving a cer- 
tain amount of prestige, may be tempted to wTite tlje speeches 
or essays themselves, or at least, put so much teacher effort 
into the production tliat it ceases to be student work. 

Those who argue in favor of contests point out the moti- 
vating features of competition. Students frequently do work 
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harder when Uiere is some ulterior motive in the form of 
reward. Doubtless, students also have experiences and make 
contacts while participating in contests that would be denied 
if such events were not held. 

There should be established in eac^ school a faculty-student 
committee on contests. Faculty members should represent all 
departments. \Vlien a request for contest participation comes 
to the school, all of the pertinent data should be placed in the 
hands of the committee. The committee should first ascertain, 
in the case of interscholastic contests, tliat the event has been 
approved by the state or national committee of tlie Secondary 
School Principals Association, which has set up tliese coramit- 
tees in an effort to eliminate imdesirable contests. The local 
contest committee will then need to make a decision either 
to reject or approve participation. This decision should be 
made on the basis of predetermbed policies, locally conceived, 
probably similar to those described in the preceding chapter 
of this book. If the contest is approved, the committee should 
recommend to the appropriate department ways in which tl« 
contest might be managed and evaluated. At the close of the 
contest, a complete report should be filed with the committee. 

There are several advantages in having a contest committee. 
Such a committee may make reconuneudations to the board 
of education regarding contest participation. Principals or in- 
dividual department heads are spared the responsibility of 
making one-person decisions and thus possibly being subjected 
to criticism by outside interests; it is much more difficult to 
bring pressure on a committee than on an individual. More- 
over, a committee composed of representative students and 
faculty members from all departments is likely to recognize 
wider unplications of contest participatioD than any one 
person. 

Houxxioosis 

Homerooms do not actually constitute an extracuiricular ac- 
tivity, but their organization occupies such a fundamental 
place in the operation of activities that a discussion of the sub- 
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j'ect would be incomplete if homerooms were omitted from 
consideration. The homeroom is basically a method of account- 
ing for and guiding pupils as well as a means of facilitating 
the administration of the school. 

In many schools tlie homeroom organization serves as the 
veritable hub of the activities program. Many all-scliool events 
are organized on a homeroom basis. Announcements pertain- 
ing to activities, contests and drives, intramural atlilctic and 
non-atliletic contests, and social activities arc examples of all- 
school programs that frequently utilize tlie honieroom organi- 
zation. Students in individual homerooms, of course, often 
conduct activities tliemsclves. Homeroom parties may be held 
for members of a single homeroom or the group may entertain 
some oUicr homeroom. Student officers and committees arc 
elected or appointed to carry on discussions and other business 
of Uic homeroom. Efforts should be made to sj^rcud sue!) lead- 
ership and service activities as \\idely as possible so tliat over 
n period of time all students may l^nefit from tlicsc exiscri- 
cnees. The homeroom sponsor should make sure tl)ut students 
receive training in each of these activities. 

From the standpoint of extracurricular activ ity participation 
there is no "best" way to constitute homerooms. Each of the 
many types of homeroom organizations, e. g., by 5e.x, grade 
loci, interest group, or u combination of tlicse would have 
certain advantages and dbadvantages for carrying forward ' 
the programs mentioned in tbc preceding paragraph. \Vlien 
tlie homeroom organization in a school is being planned or 
evaluated, consideration should be given the relationship of 
the organization to the activities program, and the relationship 
of the homeroom to the student govcninicnt organization. 

IIOKOIIAIUES 

Tlie largest secondary school organization designed to honor 
students of outstanding achievement is the National Honor 
Society, organized by tlie Department of Secondary School 
Principals in 1921. At present tliere arc more than 3,310 senior 
Iiigh scliool chapters with over i,-l50.000 members, as well as 
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550 chapters and 750,000 members in the National Junior 
Honor Society.’* Fifteen jier cent of the students in the gradu- 
ating class of a senior high school may l)e elected to member- 
ship in the National Honor Society. TTiese students, who must 
come from the upper one-third of the class scholastically, must 
also possess demonstrated qualities of leadership, character, 
and service. The selection is usually made on the basis of a 
secret vote by the faculty’. 

Students are ordinarily elected during the junior and senior 
years of high school, or in the case of the Junior Honor Society, 
during the ninth grade. Students elected receive a standard 
certificate of membership and a pin. Many schools hold elabo- 
rate all-school assemblies at which the newly elected members 
are inducted into the organization and the purposes of the 
organization are explained so that students who are not mem- 
bers may be informed regarding desirable traits of scholarship, 
leadership, character, and service. 

The honor society may be a valuable part of the educational 
program, especially if the organization has a program of service 
activities. In some schoob members of the organization serve 
as tutors to students who are having schol^tic difficulties. 
Members also assist in guidance programs by acting as big 
hrotliers or sisters to younger students who may be having 
minor difficulties of one sort or another. Other organizations 
assume responsibilities in connection with assembly programs, 
career days, college days, serve as teacher or office assistants, 
and assist in many other ways. It seems tliat an organization 
composed of the most capable students in the school should 
conduct a significant program of service activities. 

Honor society difficulties. Problems have sometimes arisen 
in connection with the selection of memben. Some schoob 
have used a sj’stem of student advisory voting in advance of 
faculty decisions. Other schoob, sensing difficiJb’cs in evalu- 
ating leadership, cliaracter, and service, have made the selec- 
tions almost entirely on the basb of scholarship, selecting 

'* -Vl. NL Ouoibm, Yaulh SmutgOreanisaliofu; Saiumal .Vti»»-gi>c<n»rMTkjJ 
AsuiciaiianM (Wi nhin stoo: Ascricaa Couool oa Educatnia, 1943), p. 47. 



IMPROVING EXTRACURRICULAR PROGRAMS 263 


automatically the upper 15 per cent of the ebss unless there 
was some deGnilc reason for eliminating one or more persons. 
In such a case, the selection went below Uie 15 per cent mark 
just enough to include a number equal to those who were elim- 
inated. Such a system is, of course, not in harmony with tlie 
spirit of tlic regubtions of the National Honor Society. Those 
who argue in favor of placing the selection almost exclush’cly 
on a scholastic basis point out tliat leadership, character, and 
service bring other awards to students, but tliat in no pbcc in 
the school is scholastic excellence per sc rewarded. 

There have been lionorary organizations other than the Na- 
tional Honor Society. Chief among tlicse arc the National 
Athletic Honor Society, National Forensic League, and Na- 
tional Thespians. None of these has attained the status of 
Uio National Honor Society in terms of number of chapters and 
members. Local sciiools have also developed indeiKuidcnt 
honorarics. 

Special awards frequently are provided by organizations 
not connected with tiio school. Although Uiese awards arc 
usually given to individuals, sometimes spcciBed groups of 
students become eligible. Patriotic organizations make arail- 
ablc citizenship awards. la>cal service clubs or women’s or- 
ganizations institute honorarics for citizenship, sers'ice, or 
leadership. As in tJie case of participation in contests, Uic 
scliool should have a cominiticc, possibly tlie same committee, 
study tlie educational implications of all proposals for lionoring 
individiul students or groups. Recommendations should he 
made to the board of education regarding general policies to 
be followed by tlie school. 


Music 

In many schools music actmtics have been curricularizcd, 
and credit is gi\cn towards graduation for mcml>cr$hip in 
school iDsirvmcnta] arid vocal music groups and classes. Much 
time, however, is spent even in tltosc sdiools in activities out- 
side regular class jicriods. In addition to school bands, orches- 
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tras, and glee clubs, there are appreciation clubs, dance bands, 
operettas and operas, folk singing groups, harmonica and otlier 
special instrument clubs, drum and bugle corps, and many 
other types of special interest groups. Even though credit is 
given for some phases of the music program, tliere will doubt- 
less always be phases of the program that are definitely extra- 
curricular in nature. 

Recent decclopmenfs. Most scliools have undergone or are 
in tlie process of developing a considerably changed point of 
view with respect to music. Once viewed as a subject for die 
talented few, music is now seen in a broadened perspective 
so that music experiences are being prorided for larger num- 
bers. All persons listen to many hours of music each year, espe- 
cially by means of radio, television, and motion pictures, and 
many iiersons sing, if in no oilier place, in the bathtub. Music 
programs should be planned for the masses as well as for the 
talented lew. Music instructors more and more recognize tJiat 
folk and so-callcd popular music has a place in the program 
along with the semi-classical and classical music formerly given 
exclusive rights. Those who perform and those who apprecia- 
ate music should Icam the characteristics of good music re- 
gardless of type. Many more persons should be encouraged 
to be creative in various types of musical expression. Emphasis 
is also being given to learning to play instruments that have 
more possibilities of carry-over into adult life. 

Costs to students participating in music activities constitute 
a problem requiring attention. Instruments, music and sup- 
plies, uniforms or special dress, and transportation to appear- 
ances are all expensive items. Moreover, practice time may 
prevent music students from working to earn money. Radio, 
phonographs, records, and tickets of admission are e.\pense 
items of no small amount to those who wish to listen. 

Personal ownership of instruments is desirable, assuming the 
instruments are ones that an individual may enjoy after formal 
school days are oxer. However, since some instruments have 
relatively little utility as solo instruments for personal enjoy- 
ment, and because some students caiuiot aiford to buy instni- 



IMPROVING EXTRACURRICULAR PROGRy\MS 263 


merits, it is highly desirable that the scliool own as many instru- 
ments as possible. School funds should also be used to defray 
many of tlie other expenses mentioned. Unless policies of 
school subsidies are followed, music may be provided more for 
economically favored students while others who would enjoy 
similar opportunities may be barred. ' - 

The quality of sclrool-owned music equipment should also 
be noted. The practice of using old, out-of-tune pianos, dis- 
carded radios and phonographs, worn out records, unwanted 
sheet music, and otlier forms of outmoded and outworn sup- 
plies or equipment, frequently given to Uie school by patrons 
who wish to dean out an attic or oUierwise rid themselves of 
some item, should be discouraged. 

Public performances. Individuals and organizations in music 
frequently receive invitations to perform in public. Such ap- 
pearances provide the sdiool with an opportimity to build 
good will in the community as well as provide community 
groups with valuable services. Tliese programs should be 
planned to produce favorable attitudes on the part of the com- 
munity. This does not mean tliat only the most talented stu- 
dents should perform. Adults are interested in efforts at 
improvization by individuab and groups as well as in quality; 
they recognize that the school is an educational institution and 
not a professional lyceuin bureau. The music department 
should build such an attitude in the community if it does not 
exist. 

Contest participation by musical organizations has some- 
times resulted in interference with the development of the 
broad tyjje of program described in tlie preceding paragraplis. 
^VlleIl an individual or group k engaged in preparing for a 
contest, Uie major emphasis is likely to be on preptiration of 
the number to be played in the contest. Moreover, contests 
frequently require tliat students travel distances at consider- 
able cost to tliemselves or the school Those in cliarge of tlie 
program should study carefully the principles of management 
suggested in die preceding chapter before asking the board of 
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education to adopt or continue a policy of extensive contest 
participation. 

Publications 

The principal scliool publications are the newspaper, maga- 
zine, yearbook, handbook, and programs for xarious student 
performances. Each of these has an important place in furnish- 
ing an outlet for creative activity by students and in providing 
a record of student activities, ^ch has a place in a well-bal- 
anced school program. 

The school newspaper is usually Uie most frequently issued 
publication. A few scIjooIs publish daily newspapers, but most 
issue weekly, bi-monthly, or montldy publications. The form 
and quality of tliese papers vary from those that approximate 
commercUd newspaper standard to simple mimeographed or 
otherwise duplicated single sheets of paper. Some are printed 
on school presses with linotyping and other operations done io 
school shops. Others are printed by a local commercial printer. 
An offset or other photographic method of reproduction is also 
used in some cases. Size varies from a newspaper full-page 
publication, through tabloid size, down to an Si" x 11" sheet 
Major purpose. A fundamental purpose of the scliool news- 
paper is to minor the school in all its aspects so that student 
and adult readers may be kept infonned regarding current 
school happenings. Thu^ the newspaper should describe both 
class and extra-class activities, athletic and non-athletic events, 
interesting items about students, teachers and non-academic 
employees, information about the administration of the school, 
items concerning the school plant, meetings of the PTA, and, in 
fact, everything peitaining to the school program. Through 
its editorial policies, the school newspaper may be a construc- 
tive force for better schools in the community. It is highly 
desirable that free subscriptions to the newspaper be provided 
each member of tlie student body and that copies be taken 
home so that parents are kept informed about school activities. 
The school newspaper thus may play an important role in the 
public relations program of the sdiooL 
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The school magazine. TTiis type of publication is designed 
to provide an outlet for creative writing by students. Some- 
times creative writing appears in the school newspaper in 
schools where tliere is no magazine, but it is usually considered 
desirable to utilize the newspaper mainly for the presentation 
and discussion of news and the magazine for the more literary 
efforts of students. Magazines are usually published on a 
montliJy, quarterly, or semester basts. Contents include poetry, 
essays, short stories, book reviews, and photography or art 
work. Materials for publication are selected by an editorial 
body comprised of students and faculty members. Although 
much of the material submitted to the magazine may come as 
a result of work done in the English department, all depart- 
ments should be urged to make contributions. Materials pub- 
lished in the magazine may well serve as a basis for class dis- 
cussions, 

The school yearbook. The yearbook or annual is sometimes 
a controversial school publication. Some school teachers and 
administrators object to the relatively large amounts of time 
and money devoted to the yearbook and have tried various 
means of eliminating the publication. One alternative is to 
plan tJje school newspaper’s final issue of the year as a senior 
issue, containing pictures of the graduates, historical sketches, 
class will, prophesy, and other material of interest to graduates, 
their parents, and friends. Experience in many schools as well as 
some research studies have shown tliat students do not always 
agree with the notion of abandoning or ebangiug fundamentally 
the scliool yearbook.^* The annual ser\'es as a souvenir book 
for students and provides a history of school activities for the 
year. As sucli it is considered highly \'aluable by students. 

The principal objection to school annuals is based on ex- 
cessive costs and tlie ways in which students attempt to finance 
tlie publication. Costly features of yearbooks include higli 
quality paper, engraving, and padded, embossed covers. Each 
of these items^ of course, mi^t be reduced in cost if certain 


}. R. SiunnoR <nd Charles Zmnttmcn, ’‘High SchocJ Craduates" Estimata 
of Uioir liigli Sdiool Annuals,' Sclioot Aecicto. XL (January, 1033). pp. 53-00. 
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changes were made. Various photographic processes of repro- 
ducing copy greatly reduce printing costs by eliminating en- 
graving. Ordinary tagboard covers may be substituted for the 
padded covers. Students will doubtless be disappointed when 
the changes suggested are first proposed, but if the alternative 
must be the complete abandonment of the yearbook, opinions 
may be altered. 

]taprovements in the content of yearbooks are constantly 
being made. Taking a cue from the popular picture magazines, 
students have ^vritten copy to go with pictures to tell more 
vividly tlie story of the school year. Annuals are also organized 
to highlight points of emphasis in the scliool during the year. 
For example, the Waukegan, Illinois, Township High School 
yearbook recently was organized around the tlrcme, “Meeting 
the Imperative Needs of Youth." Eacli of the ten youth needs 
as described in the publication. Education for All American 
Youth , was listed and tlie activiUes-of the scliool, both cur- 
ricular and extracurricular, during tlie year were discussed in 
the frame of reference of youth needs. Other yearbook staffs 
use a theme for tlie year, such as "Education for Worthy Use 
of Leisure Time." and show by picture and word bow the 
school attempted to meet that objective. Obviously these ef- 
forts aid in making the yearbook a better organized volume, 
one which can be of value to a program of public relations. 

Student handbooks. These volumes are published by the 
school in an effort to assist new students in becoming ac- 
quainted \vith school opportunities and procedures as well as 
to review these things for students previously enrolled. Some 
of the handbooks are used as a basic reference in orientation 
courses for first year students. Handbooks are made in a vari- 
ety of sizes, from pocket size to the 8J»" x 11" size convenient 
for student notebooks. The handbooks may be mimeographed, 
Uthographed, or printed. They are usually issued annually 
although in some schools a supplement is issued annually and 
the complete book revised every three to five years. 

*'£duco(i(jn for All Amencaa YotOh, Educational Policies Comiiussioo, 
(Washington: National Educabon Assocuboa, 1944), pp. u, 421. 
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are prevented from receiving the advantages of the publica- 
tion. If a school project is educationally desirable, partici- 
pation should be equally available to all persons. 

Solicitation of commercial advertising is only defensible if 
the advertisers may expect to receive benefits comparable to 
those they secure from advertising in non-school media. On 
that basis, probably three publications are justified in seeking 
financial support through paid advertisements; the school 
newspaper, the school magazine, and some programs of public 
performances. Merchants rightfully regard an advertisement 
in a school yearbook as a donation rather than an. advertise- 
ment 

Regarding other methods of securing financial support, it 
does not seem advisable that students engage in all sorts of 
money-making schemes unrelated to the activity in wliich they 
are engaged. The inevitable conclusion, as stated in the pre- 
ceding chapter, is that if an activity is educationally desirable, 
and it seems that student publications are, there must be finan- 
cial support from tax funds as is the case with other aspects 
of the educational program. 

Social and Recreational Activities 

Parties, dances, teas, noon-time activities and the like, form 
a very important part of the program of a modem secondary 
school. Teaching opportunities in these experiences are sig- 
nificanL Students need assistance in learning bow to plan and 
organize social activities, how to conduct themselves at such 
activities, and how to judge results so that future improve- 
ments may be made. Possibilities of adult carry-over are no- 
where greater tlian in connection %vith school social activities 
if tliey are properly managed. 

Most scliools find it advisable to have a student-faculty social 
committee to adopt policies with, cespect to social activities, 
make a schedule of events, secure a well-balanced program, 
assist organizations in planning events, suggest training pro- 
grams in homerooms and dasses, and evaluate the program. 
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Such a coniniittcc sliould be one of die fuuctioiis of the student 
council. At least one faculty member should be given time to 
servo as executive ofBcer of die coinnultee. 

Parties and (fauces. These events vary from simple parties 
in the lower junior high school grades to formal dances, such 
as the prom, in the upper grades of the senior higli school. 
One of the problems facing those planning social events is to 
provide a suiheiendy varied type of program that will interest 
all students. Something should be going on during the entire 
evening from the time die first students arris e until the time 
the party or dance must dose. Games and other entertainment 
sliould be provided for those who do not dance. Much may be 
done prior to a party or dance to leadi students tlie games and 
dances that will be a part of die event. When it was discov- 
ered, for example, in the Port Washington, New York, High 
School that only a minority of students were coming to dances 
(a minority consisting largely of students wlio had attended 
a dancing scliool), a program of compulsory square dancing 
was introduced in co-cducaUonal gym classes. Nluch improve- 
ment in attendance and enjoyment at school parties was an 
immediate result.’" In advance of social events schools also 
teach students to play card games and engage in party ac- 
tivities. 

School policies relating to parlies and dances need to be 
carefully determined in advance. Standards for invitations, 
dress, decorations, chaperones, pay of orchestras, opening and 
closing hours, and cleaning the rooms after the party are a 
few of the details that need to be caiefully considered for each 
event in line with general policies developed by the social 
committee. General emphasis should be on simplicity, econ- 
omy, and good taste so that a sctiool may be able to offer a 
more comprehensive program of activities in an educationally 
sound manner. 

Teas and hmclieons also provide opportunities for teaching 
students desirable social activities. Schools are being equipped 

^'Lconore May FoeJirentach, “fce-brealer. CompuJsory Square Dancing,” 
The Clearing House. 22 (January, 1948), pp. 357-358. 
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with iocial rooms, at times called social laboratories, where 
students may entertain eadi other and adults. Frequently these 
rooms are a part of the home economics classroom area. Stu- 
dents plan and conduct teas and special luncehons for parents, 
PTA, or Ollier student and adult organizations. 

Students in many communities Jias'C cooperated witli adults 
in establishing “hang-outs” as a part of providing community’ 
recreational opportuities for youtli. A room in a YMCA, a 
vacant house, a store building, a school, or in some other avail- 
able place is equipped with snack bars, coke machines, juke 
boxes, and card tables. Students arc admitted free when iden- 
tification cards are shown. The students in tlie Lenzinger Higli 
School, Hawthonie, California, have a $35,000 “Club Gunga 
Din,” constructed largely by student labor after school hours 
and on Saturdays. A total of 1,300 memberships have been 
sold at one dollar per year.’* Although students in most schools 
engage in less ambitious undertakings, the planning and man* 
agemeot of a student hang-out or youth center provides a 
wholesome learning experience. 

Noon hour acticitics. In many schools large numbers of 
students remain at school during the lunch period. Problems 
of a disciplinary nature sometimes arise. One alternative is to 
schedule such a short lunch period tljat little free time is avail- 
able between classes. \Vliat seems to be a more defensible edu- 
cational procedure is to provide a longer lunch period with a 
program of organized activities. Tlie literature is replete with 
examples of noon-time activities. Community singing, movies, 
dancing, intramural sports, club meetings, hobby groups, 
speech activities, conversational areas, and free reaing in the 
library are a few of the activities most frequently provided. 
Whatever activities are proiTded, there should be careful man- 
agement so that participation is an educative experience. 

SpEEcai 

Dramatics, debating, discussion groups, radio presentations, 

** Inet Macaulay, Club Gunga Dm," NeNonot Education Association Journal, 
38 (March, 1947), pp. 212-213 
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and speech contests are types of speech activities often found 
in secondary schools. Some of these activities have been cur- 
ricuJajizcd and students receive credit toward graduation for 
participating in them. However, as is the case with music 
activities, even when tljcse activities are curricularized, many 
of Uiu rehearsals and perfonnances arc outside the regular 
school day and become in effect extracurricular in nature. 

School play. Evei)'one likes to act. Opportunities on a broad 
scale should be provided for students wlio uish to participate 
in dramatics, Altliough it may be desirable to have a carefully 
selected group in an advanced dramatics club or class, oppor- 
tunities should also be provided for those who svish to leam. 
Short plays for assemblies, activity meetings, noon-time enter- 
tainment, and for PTA and other community meetings should 
be a part of the program as well as the more formal class plays 
and other evening presentations. Students should rotate in 
different phases of dramatics, including acting, ticket sales and 
business, properties, lighting, costiuning, and make-up, so tliat 
all Itave experiences in a wide variety of tlic tasks essential in 
play production. Secondary school students should not become 
specialists in only one phase of tire program. Such experiences 
are especial]/ importaat if the carry-over possibilfbes of dra- 
matics into adult life are to be realized to the fullest extent.^ 

Formalizxjd debating is no longer as important an activity 
as it used to be, but most large schools have interscholastic 
teams. A desirable emphasis is that which is focusing attention 
more upon extemporaneous speaking, panel discussions, sym- 
posia, and the like. The Junior Town Meeting idea has gained 
acceptance in many places. Such efforts are designed to en- 
courage large numbers of students to participate in the dis- 
cussion of controversial issues, an essential phase of citizenship 
in a democracy. Formalized debating is satisfactory as one 
aspect of this total xjrogram, but the school which limits activity 
to that provided by interscljolaslic debate teams is sponsoring 
an, u.ntxecc,vsa.rily UtnUed progjam. 

*“Hug}i W. GtU/j (editor?, “Owmatirr la the Secondary School.” The 
BuUetin of the National Astoctation of Seeondary School Frincipalt, 33 (Decern- 
Ikt, 19-10), pp. 1-170. 
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Radio and television. Radio, and in many areas television, 
now provides a stimulating medium for siwcch activities. Many 
schools now operate Uicir own FM or AM radio stations or 
occupy a regularly scheduled period on local commercial sta- 
tions. Many kinds of programs arc provided, some tliat are 
purely entertaining and of interest primarily to )'outii audi- 
ences, and otliers of a more serious nature designed for adult 
listeners. All types have a place in a broad program. 

Speech contests of several kinds are also found in schools. 
Tlie practice of students' memorizing an oration, humorous 
selection, or dramatic reading, then receiving training from a 
speech teaclier, and competing in contests is disappearing. 
What appears to be a more desirable experience is one in which 
students leani to tliink for themselves. Some speech contests 
combine a prepared speeclr with an extemporaneous one. Con- 
tests entirely of the extemporaneous t>pc arc held in >vhich 
students draw subjects for speeches immediately before the 
contest. Usually the general nature of the subjects is chosen in 
advance. Other speech coulcsts may involve verse speaking 
choirs and one-act play groups. Some contests are sponsored 
by a college or university with local, district, and state elimi- 
nation contests. The principles of management for such affairs 
were discussed in the preceding chapter. 

Student talent shows. These performances constitute an- 
other phase of speech activities. Music is usually included in 
these events. An example of such an activity is tlie annual 
Follies in the Lincoln High School, Milvv’aukee, Wisconsin, 
where literally himdreds of students participate in planning, 
creating, designing, criticiziDg, presenting, and evaluating n 
performance that culminates and summarizes the activity pro- 
gram of the school for the year.** Similar productions are found 
in many schools. Students enjoy these ev’ents very much. 

Some schools provide listings of student talent in what 
amounts to a casting office. Speakers' Bureaus hav'e also been 
established. Adult groups recognize the effectiveness of young 
speakers on many topics. The speakers themselves gain valu- 

Irene L. Edwards and Kfandette HuUenhow, “Our High School follies," 
School Actiulies, 20 (September, 1948). pp>. 14-16. 
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able experience tlirough appearances before community 
groups. Sucli an activity illustrates the importance of service 
to school and community as one purpose of tlie program. 

Special emphasis should be given, especially in connection 
with speech activities, to providing opportunities for lire less 
talented to participate. Relatively few students are blessed 
with "golden tongues,” yet all engage in communication. All 
must Icam to discuss the issues of the day. Tlxis requires much 
emphasis on training for participation in group discussions in 
organization meetings both inside and outside tlie scliool. Al' 
though primary responsibility for suclr training should be 
assumed by the English or speech classes of tlie school, oppor- 
tunities should also be provided in tlie extracurricular speech 
program. Beginning groups in dramatics, discussion, extem- 
poraneous speaking, and radio would provide such oppor- 
tunities. 


Student PAR-naPATiON in Management 

One of the significant developments in American secondary 
schools has been student participation in ' management. As 
schools were cliangcd from autlioritarian to democratic orien- 
tation, it was only natural that tlic opinions of students should 
be systematically sought and responsibilities for certain activi- 
ties delegated to them. The purposes of student participation 
as given by those responsible for its encouragement include 
almost all aspects of the purposes of education. Brogue and 
Jacobson, in a study of 361 widely scattered student councils, 
found the purpose most frequently mentioned was to allow 
pupils to participate in or manage extracurricular affairs.^* 
Other purposes were: to develop student responsibility, initia- 
tive, and leadership, promote student-faculty relations, furnish 
citizenship training, promote general welfare, aid in the inter- 
nal administration of tlie school, provide for pupil expression, 
and furnish a working model of government. 

^ EUeii B. Drogue and Paul B. Jacobson, SCiKicnt Councii Handbook, Bulletin 
No. S9, N.iliooal Assoembon of SecontUiy-School Pnnapols of tlie National 
Education Association, March, 1940, pp. 19-29. 
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Many types of organizations have been devised to achieve 
these purposes of student partidpation in management. The 
simplest form is a student committee appointed or elected to 
perform a single function with the understanding that the life 
of the group is limited to the time required to complete the 
assigned task. Such a simple organization has often been the 
first step in the development of a more systematic or highly 
organized plan of student participation. 

In some schools, on the other hand, student government is 
relatively complex. One form, based on city government plans, 
includes mayor, aldermen, elected and appointed officials, and 
ward and precinct organizations. In other schools the orgam- 
zation is modeled after tire state or national government with 
senate and house of representatives, supreme court, an an exec- 
utive. DistincUons arc sometimes made on the federal basis 
of rights assigned to the stale and national levels.** The un* 
portant consideration is not necessarily the form of organiza- 
tion but rather that die organization be efiective in meeting 
the needs in a given school situation. Carefully conceived 
puix>oses in the local setting should govern the type of organi- 
zation to be developed. 

The goal of any system of student participation In manage- 
ment should be that esery student in school feels that he has 
an appropriate voice in Uie development of policies that are 
recommended for adoption by the faculty, administration, and 
board of education of (he sebooL Students must learn, of 
course, that many vtiiees and considerations other tlian their 
owTi go into die development of policies; that is a fundamental 
learning in functional democracy. However, students must 
have a feeling Uiat their opinions are considered, and that each 
student has a share in the determination of student body opin- 
ions. A student council violates these principles if it serves as 
a rubber s tamp for the faculty and administration, as a con- 

a xrtorc ct>aip)ete daaiptiaa of tj'pe* of sfuJent couocd of' 

gankatioo as well u acUMUes, see Student Council Handbook, (Wulun£tci»: 
NiUotul .Vsiociation of Sccondaiy School Prinapah of the Nahcnal ^ucati® 
AuocUboo, 1943). and alto the annual Student Council Bulletins ^ llie 
ocganizalian. 



IMPnOVING EXTRACURRICUL^VR PROGRAMS 277 

^'cnient way to get certain undesirable tasks done around the 
school, or is organized In such a complex manner that only the 
voices of a small, central group really seem to count 

It is interesting to walk in the corridor of a strange scliool 
and ask students picked at random such questions as who their 
student council representatives are, what policies are now 
being discussed, what groups to which they belong are dis- 
cussing these policies, and how will tlic student comicil decide 
what the opinions of the student body are. The implications 
of tlicse questions are obWous. All too frequently, the results 
of such an inquiry reveal £ncffeelii’e;»ess in the organizational 
structure of student participation or in the manner it functions. 

Follaj making, Tlicre should be concern whether or not 
students actually are participating in i>olicy niaking. An inter- 
esting and often reveabng study may be made to show tlie 
extent of student involvement An analysis is made of decisions 
implying policy malcing in Uie school over, for example, a five- 
year period. A cliart is nude for each year witli a classification 
of decisions on one sido of Utc chart and the names of persons 
or groups making decisions or creating policy on the other. 
Such concerns as grades, report cards, social events, curriculum 
content, and the like, would be listed on tlie vertical side of 
the chart. The horizontal side would list students, teachers, 
administrators, and oilier groups tliat make policy decisions. 
Appropriate files are tlien examined to see what decisions have 
been made. Such files include minutes of faculty meetings, 
minutes of student council meetings, letters and bulletins of 
tlie administration, board of education minutes, and so on. 
Check marks are placed in the appropriate squares on the chart 
to show the nature of the decision and who made it. On the 
chart for eadi year, totals may bo drawn to show how many 
decisions were made by cadi of the groups and what kinds 
of decisions they were. It mil be apparent who or what 
group makes most of the decisions creating new or changed 
policies. By making cliarts covering a number of years, it is 
possible to observe trends. Do students actually participate 
in the management of the school? 
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Student courts. Questions are sometimes raised concerning 
the extent to which students should discipline each other. Some 
Schools have developed comparatively elaborate student 
courts. An effort is made to duplicate many aspects of adult 
law enforcement with arrests, trials by jury, and fines and pen- 
alties. Other schools have designed “cafeteria courts” where 
students are assumed to be guilty and graded penalties are 
given out automatically, with students having a right of appeal 
to a faculty sponsor. Hall monitors enforce legislation adopted 
by tlie student council. Penalties include work about the 
school, detention room time, and even minor monetary assess- 
ments. Some of these court systems apparently work well; 
otliers have largely failed and been discontinued. 

Doubtless many local factors are influential in determining 
the extent to which students should participate in the manage- 
ment of school discipline. In general, it does not appear wise 
to permit a large degree of student control over disciplinary 
cases. Disciplinary problems are symptomatic of adjustment 
difficulties, either on the part of individuals or groups, and 
should receive the careful attention of trained guidance work- 
ers. Even if a student cafeteria court is developed, the rela- 
tionships between the court and the guidance functionaries 
of the school should be very close and direct 
Totms 

Three examples may serve to illustrate this phase of extra- 
curricular activity. Twenty-two students of Spanish from the 
Hinsdale, Illinois, High School recently traveled by train and 
air to Mexico during a spring vacation. Accompanied by their 
instructor and one chaperone, the students spoke Spanish and 
joined a group of Mexican students in touring tlie country.** 

Seniors of the EI^, Texas, High School took a 22-day tour 
of 17 states and Washington, D. C. Traveling in a school bus 
and carrying bedding and cots, they slept many niglits in high 
school gymnasimums. They received assistance from student 


-^Nai^en© Coy, Students of Spamsii Spend Spring Vacation in Mexico, 
ScJiooI Articitics, 20 (September, 1048). p. 31. 
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groups along the way.®* A hosteling tour was taken by students 
from the Newtown High School, New York City, to Canada 
during the first two weeks in July. Part of the trip svas made 
by boat and train.®'® 

Tour costs. Of coarse, tliis list of examples might be ex- 
tended. These tours are largely extracurricular in nature 
although tliere are certain obvious relationships to regular 
school subjects. Usually efforts are made to conduct tlie tours 
so that Uie expenses to individual students are kept low. The 
trips planned are ones which students might not normally take. 
That there are educational opportunities as well as recreational 
advantages is obvious. 

Policies vary with respect to how the tours are financed. 
Sometimes a senior class uses funds accumulated tJirough 
social events, sales of magazine subscriptions, school play re- 
ceipts, and so forth, partially or completely to offset the 
charges. Tire same might be true of a club or other group. 
Sometimes a sponsor merely makes the arrangements and tliose 
students go who can afford tlie tours. Those in charge must 
always weigh the potential gains of a tour against the costs 
in student and faculty time, energy, and money. Doubtless 
some trips constitute too ambitious an undertaking. 

OuT-OF-SoiOOL ExPEIUiLNCES 

There are many types of oul-of-school experiences. Some of 
these may be termed work e.\periences. Others are associated 
witli social service in a settlement or neighborhood house. Re- 
ligious groups provide athletic, club, social, and educational 
activities. Organizations such as tlie Y.M.C.A., Y.W.C.A., Boy 
Scouts, Camp Fire Girls, and others, sponsor active programs. 
Service Clubs and womens clubs also sponsor activities for 
young i)eopIe. There are music, art, dancing, and speech les- 
sons and clubs. Many conununities have youth social clubs of 

^L. \Uuda Hall, “Scciag the Voted States Iroat .i School Das.~ ScIukJ 
AcHvitica, 18 (March. 1947). pp. 2(B-206 

-*Koland C. Ga'st, "Let’s Go IIostcling’n%u SumD)cr," High Polntj, 29 (June, 
1947), rp- 64-ca. 
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one type or auotlier, somcUmcs associated with a Country 
Club, or other adult group. National groups also have youlli 
programs. It is dilGcult to give an exhaustive list of the many 
types of out-of-school activities. Students spend considerable 
time and energy in participating in such programs. 

Relationship to extracurricular aclicilies. Possibly these out- 
of-school phases of student life has'o no place in a cJiapter 
devoted to extracurricular activities. These experiences are 
significant, however, in tlic growtli and development of sec- 
ondary School youth; they are usually not related to any of the 
regular subjects of tire schooL Moreover, tlie out-of-school 
experiences bear a definite relationship to extracurricular ac- 
tivities insofar as counseling is concerned. A student whose 
participation in school extracurricular activities is very limited 
may be receiving comparable training as a result of out-of- 
scliool experiences. On the other hand, those whose out-of- 
school experiences are riclr and pleotiful should perhaps have 
a lighter school load in botli curricular and extracurricular 
activities. 

School workers should take the point of view that the out-of- 
school experiences of youth are significant. Records of work 
experience should be kept. Contacts should be made with 
employers and supervisors to ascertain how an individual is 
progressing. Records of participation in various types of pro- 
grams of out-of-school organizations should also be maintaujcd 
and information gathered regarding the quality of participa- 
tion. Bulletins describing out-of-scliool opportunities should 
be prepared. Plans should be made with students at all times, 
and especially prior to vacation periods, regarding utilization 
of these opportunities. Periodic stodc taking should also be a 
phase of the program. The practices followed in the Wells 
High School, Cliicago, Illinois, with respect to out-of-sebool 
experiences are worth notmg. The program in that scliool has 
included all of the suggestions listed. The results have been 
very gratifying.®^ Certainly those in diarge of planning educa- 

Paul n. Pierce, Developing A Sc/ioc^ Curriculum, (New Yoik: Aiocri- 

can Book Company, 1942), pp, 199-201, 350-S59. 
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tional programs for youth must not ignore out-of-scliool experi- 
ences of students. 


Study and Discussion 

1. Tabulate for any given school the assembly programs held 
during any one year. How might the assembly programs have 
been improved? 

2. Hierc ore many interesting topics in connection with athletic' 
ubicli might be discussed by a panel. Among these topics are: 

A. Does emphasis on inters^olastic athletics detract or aid the 
development of an adequate intramural athletic program? 

B. Should girls participate intcrscholastic athletics? 

C. Should junior high school boys participate in interscholastic 
athletics? 

D. Wliat should be the maximum number of games in different 
sports? 

E. How large should be the seating capauty of a gymnasium io 
a given size school? 

F. \Vhat awards should be given outstanding performers in 
Interscholastic atliletics? 

C. How much time should a coach spend in coaching a varsit) 
team in a given sport during a season? 

3. High school fraternities and sororities are generally regarded 
by educators and others as undesirable; in many states they are 
forbidden by law. What are the best methods of preventing the 
development of fraternities and sororities in high schools and 
what appropriate substitutes should be developed? 

4 Many schools still provide for the traditional commencement 
with a guest speaker. What arguments and proposals would you 
use in helping members of the senior class, tlieir parents, the 
faculty, and members of the community decide that a new-type 
commencement, such as is described in Ibis chapter, would be 
more desirable? 

5. \Vljat are the piindiial arguments for and against non-athletic 
interscholastic contests? Shotildall of these contests be abolished 
as advocated by some educators? 

(3. Is the provision of an honor society, along with spedal awards 
for scliolaslic achievement, a necessary motivation for superior 
study, or should all such organizations and awards be abolished? 
7. The school yearbook is considered by many pnndpals and 
teadiers a controvers'iaS extracurricular activity. Is it possible 
to develop a yearbook without encountering some of the objec- 
tions frequently mentioned? 
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8. Collect several student handbooks from different schools. Com- 
pare and ana!>' 2 e their content How may student handbooks 
be improved in order to serve desirable functions? 

9. Some writers advocate the abolition of all formal dances in 
high school because of the cost to students involved- Be pre- 
pared to defend your point of view on this question. 

10. WTiat, if any, should be the relationships between the student 
government in the school and the board of education? 

11. A very interesting and worthwhile project for members of the 
rlass or a faculty group is to analyze participation in policj’ 
making as described in this chapter. Is poh'cy making actually 
shared? Who makes most of the policies? 

12. To what extent should schools assume responsibility for the out- 
of-school experiences of their students? 
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The Pupil Personnel Program 


Franklin R. Zeran 


"The aim of all education is to Itelp men and women to live 
fuller and happier lives in adjustment with their clianging en- 
vironment, to develop the best elements in their ovm culture, 
and to achieve the social and economic progress which will en- 
able them to take tlicir place in the modem world and to live 
together in peace.”' Hence, if tire end result of education is 
well adjusted individuals — economic, social, emotional, and 
civic — then it is the right of all individuals within a democratic 
society to be provided with tliose services as tliey go through 
school which will best assist them in attaining these ends. These 
pupil-personnel services should assist each individual in know- 
ing and using those facts about himself and the world so that 
he may live and make a living to the best advantage to himself 
and society. 

Pupil-personnel Service Defined 

The keystone of the school program is guidance — personal 
assistance to individual boys and girls in making their plans and 
decisions about careers, education, employment, and all sorts 

I UNESCO, Fundamental Edneation — description and programme (Pa^- 
United Nations Educational, Sdentlfic, and Cultural Organj2/i*o»>n, PubLcation 
No. 363. 1949), p, 9. 
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of personal problems.’ The terms guidance and pupil-personnel 
services are used interchangeably. 

Guidance is not a mechanical process whereby counselors 
and teacliers sort out boys and girls as a grading machine sorts 
apples — this one to stay on the farm, that one to work in an 
airplane factory, this one to be a teacher, that one to run the 
local garage. Guidance is rather the high art of helping boys 
and girls to plan tlxeir own actions wisely, in tlie full light of all 
tlie facts they can muster about themselves and about the world 
in which they will work and live. 

Warters * indicates that pupil-personnel service has for its 
primary objective the optimum personal development of the 
individual. In order to aid him in attaining this ob/ecbVe, the 
personnel worker must help him to understand himself and his 
problems, to make good use of his personal and cnviromnental 
resources, and to choose and plan wisely in order that be may 
deal successfully with his problems and make satisfactory ad- 
justments. 

The Occupational Information and Guidance Service of the 
U.S. Office of Education defines guidance as "the process of 
acquainting the Individual with various ways in which he may 
discover, and use, his natural endowment, in addition to special 
training available from any source, so that he may live, and 
make a living, to tlie best advantage of himself and society.” * 

Myers * believes Uiat "pupil-personnel work consists of those 
activities of a school or school system whose controlling purpose 
is to bring eacli pupil of the community into the educational 
environment of the schools tn such condition and under such 
circumstances as will enable liiin to obtain the ma.\imum of the 
desired development from his environment.” 

SEducalJoiial Policies Coinmissicm, Cducalloa for Ail American Ycuih (Wasii- 
iii{C(on, D C.: Kational Educaliral Assotiation. IB44), pp. 39-40. 

*Jane Waiters, J/ig/i Sciuxil Fcrtonncl Worfc Todof/ (New York: McGraw- 
11:11 Book Comiuny, Inc., 1910). 

* La>)toa llawlons, llorr)’ Jagei, Giles Bach, OccupaClonal information and 
Guidance (Washington, D.C : United States OIEce ol Education), Vocational 
DiWslcm Bulletin No. 204, Occupalxmal Infonnation and Guidance Scries N’o 1, 
1939. p. 4. 

s George E. M>crs, Priiiciptes and Techniqiict of Vocallonol Guidance ( New 
York: McCruw-lLll Book Coiupaii)', Inc., 1941), p. 56-57. 
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Regardless of definitions, the pupil-personnel program must 
be predicated upon the needs of the individuals who are to be 
served. This means the pupil-personnel program can never 
be imposed upon a school or sdiool system, can never become 
static, and must be continuous. Neither size nor location of 
schools may be used as reasons to rule out an organized pro 
gram of pupil-personnel services, especially when they are 
needed to ‘learn Mary so that we may teach her.” If we believe 
in individual differences and that we teach individuals and not 
subject matter, then we must use the tools provided by the 
pupil-personnel services to gain this end. 

DeVELOPirEOT OP HIE GUIDANCE MOVEMENT 

Plato in The Republic indicates that the personnel services 
in his time were limited to the vocational aspects even though 
the general principle of individual differences was recognized. 

Well, when is a man UJeely to succeed best? ^Vhen be divides his 
exertions among many trades, or uhea he devotes himself exclusively 
to one? ^Vhe^ he devotes himself to one. No two persons are bom 
alihe but each differs from the other in individual endowmeDts, one 
being suited for one thing and another for another, and all things 
will be provided in supenor quality and quantities and with greatest 
ease when each man works at a single occupation and in accordance 
with his natural gifts.* 

Richards, in 1881, published a book entitled “Vocopby" in 
which he attempted to establish a system to enable a person to 
End the most fitting pursuit in which he could reap the greatest 
success that is possible for him individually to attain. 

The Twentieth Centubv 

Compartmentalization of the uidividual, 1908-1933. The 
period 1908-1938 may well be though of as a period of chaos 
in the pupil-personnel movement, Tliere was no unification of 
concepts and as a result the term “guidance" meant practically 
anytivisig and everythhig. People tSiced about vocational, ed"*' 
cational, moral, recreational, social, ethical, and even divine 

« Arthur F. Payne. Organizatt^ of Voattu>nal Outdance (New York: McGraw- 
Hill Book Co.. 1925), pp. 8-ia 
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guidance. Little wonder that school administrators became so 
confused that they scurried for cover when approached to "put 
in a guidance expert." 

However, tlie vocational guidance movement does have a 
dearly defined history; Frank Parsons can be thougljt of as 
tlie "father” of the movement. In his one and only report on 
Afay 1, 190S, which he made as Director of the Vocation 
Bureau, Boston, Massachusetts, he used tlie term “vocational 
guidance"; this is tiie first known recorded use of the term. 
He also recommended that work similar to that which he was 
doiug in Boston should become a part of the public sdiool 
system in every commimily. This movement took on national 
proportions when in 1910 a national conference dealing speci- 
fically with vocational guidance was held in Boston. In 1913 
at the third national conference io Grand Rapids, Michigan, 
the National Vocational Guidance Association was organized 
and it is still the main organization for school guidance workers. 
Acceptance by school systems, however, was a slow process 
until the late 1930's. 

The term "moral guidance" came into being in 1912 when 
Jesse Davis gave a paper on "Vocational and Moral Guidance 
tlirougli English Composition." Credit for setting up tlie dis- 
tinction between vocational guidance and educational guidance 
seems to belong to Truman Kelly, whose doctor’s dissertation 
on Educational Guidance was published in 1914. Since tlien, 
in rapid succession have come such identifying adjectives to 
Uie word "guidance” as civic, social, health, leadership, re- 
ligious, recreational, and ethical There was, however, no 
genera] agreement on what constituted a total program of 
pupil-personnel servnees which recognized the “whole child." 

A unified concept, 1938 to the present time. In October, 
1938, Commissioner Studebaker of the United States Office of 
Education issued the now famous Circular Letter 2107. This 
Circular Letter, addressed to Chief Slate School Officers, State 
Executive Officers, and Directors of Vocational Education, Iiad 
as its subject the inauguration of a program of Occupational 
Information and Guidance in the United States Office of Edu- 



288 THE PUPIL-PERSONNEL PROGRAM 

cation. The Occupational Information and Guidance Service 
•was incorporated in the Division of Vocational Education in 
the United States OfEce of Education, Tlie use of federal 
teacher training funds was approved for developing similar 
services at the state level in each of the states. As soon as a 
state made Uie necessary changes in its plans it could use federal 
funds to employ a State Supervisor of Occupational Informa- 
tion and Guidance. 

Now, for tlie first time, there was a central organization which 
was in a position to develop a unified concept of personnel 
services with tlie "whole child" as tlie focal point. Here was 
an organization which w’as strategically located at the national 
and state levels to exert tlie leadersliip which was badly needed. 

Keeping in mind tlie “whole cliild" there has emerged since 
1938 a group of services which have been deemed essential in 
a pupil-personnel program which will meet the needs of the 
“whole child.” These services are; 

1. The analysis ol tlie individual 

2. Information 

a. Occupational 

b. Educational 

c. Referral 

3. Counseling 

4. Placement 

5. Follow-up of the school-leaver 

Realizing that all students come to scliool with certain abilities, 
aptitudes, limitations, attitudes, and interests, and having as 
the end goal of education well-adjusted individuals, it behooves 
all schools to utilize these pupil-persomiel services to gain this 
end. The live areas of services mentioned above will assist in 
making available to the community and tlie pupils a program 
of services that will identify and develop the optimum man. 
The Fr\’E Areas of a Frocraxi of Purin-PEnsoNNEi, Services 
1. Analysis of the individual. Ruch and Segel ’’ indicate that 

’’ GJes Ruch, and Dai-id Segd. Minimum EssentiaU of the Individual I'*- 
oentory. Vocational Divisiwi Bulkba Xo. 202, Occupahonal Infonnatioa and 
Guidance Stnes No. 2 (Waiihington. D.C.: United States Office of Education, 
1940), p. V. 
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no matter how broadly or how narrowly the function of pupil- 
perionnel work is conceived, there is general agreement that 
tlic analysis of the individual is basic to his general educational, 
social, emotional, and occupational adjustment. PupO-personnel 
service, therefore, tends to be effective to the degree that one 
can draw up for each individual a balance sheet upon wliich 
can be recorded in objective terms the strengths, and weak- 
nesses, tlie peaks and valleys, of Iiis physical, mental, and social 
capacities, whellier these be matters of his inheritance or 
matters of his experiences, knowledges, and skills. It should be 
possible from Uicse data to “strike a trial balance” for the in- 
dividual at any time, 

Such a balance sheet is called by various names — tlie cumula- 
tive record, tlie personal inventory, and the individual inven- 
tory.** Regardless of what it is called it must he a growing, con- 
tinuous, pennanent record whidi follows the individual from 
school cntran'cc, throughout his school career, and ultimately 
on to his employer. This is essential because if wo arc to 
understand this student as an individual it is necessary to have 
a record of his development over a period of years. Witliout this 
record of his development along educational, mental, physical, 
social, recreational, and occupational lines one cannot truly 
know him. The record is essentially an array of those facts 
about tlie student which distinguish him as an individual. We 
miglit well call tliis record a cumulative individual iin entory. 

To be of value tliis record must be cumulative, as complete 
as possible, and based on facts and not opinions. To nullify 
the value of this record one needs only to be sporadic in enter- 
ing data or to put in opinious. A record form itself does not 
guarantee Uiat it will have only the truth recorded, tliat any- 
thing will be entered upon it. or that it vvUl be used. 

Since there is always a danger of including so many items in 
the inventory that significant basic facts will be lost, one needs 
to decide whetlier an item is essentiaL A good way to do is to 
scrutinize each item in tlio ll^t of the contribution it will make 
toward the diagnosis of the pupil’s aptitudes, abilities, limita- 

See Michlgao Cumulative Hecord Folder in Appendix. 
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tions, interests, and attitudes. The information believed to be 
of value for pupil-personnel purposes and which should be 
recorded systematicalJj' on the cumulative individual inventory 
includes the following: 

Family and cultural background. Facts most commonly called for 
about the family and cultural background include occupations of 
father and motlrer, numbers of brokers and sisters, nationality or 
race of parents, education of father and mother, number and relation- 
ships of other adults living in tlie household, marital status of parents, 
home surroundings, home atmosphere, neighborhood conditions, 
amusements, and use of leisure time. 

Physical and medical history. Physical, medical, and dental ex- 
aminations should be made annually and tiro results made a part of 
the personal inventory. Measurements of height, weight, and records 
of infections and contagious diseases should be recorded. Other 
recordings should he made of items such as eyesight, bearing, color 
blindness, heart conditions, hernias, respiratory weaknesses, and 
absences from school. 

Harks in school subiects. Marks in school subjects are important 
elements in pupU-personocl work. Because school marks are many 
times more than a simple rating of achievement but include items 
related to personality factors, they contain elements related to 
success not always measured by tests. However, a succession of lo'v 
marks in a single subject indicates that the individual has not been 
an achiever. "Hie predictive value of an item is increased when data 
on that item are gathered over a period of years. Further evidences, 
of course, are necessary to indicate the reasons. 

Test scores. Tlie use of tests lias many times been over-rated. This 
is because some people are prone (o forget that the only real value 
derived from testing is not in how many tests are given but in the 
proper interpretation of the test results. Tests of scholastic aptitude, 
achievement, or spcaSc aptitudes, as well as interest and personality 
inventories are all useful when the results are properly interpreted. 
Uses to whidh tests may be put include: 

a) Analysis and appraisal of Uie individual as he is, in order to 
present a profile of his abilities and limitations. 

b) Prediction of the probable development and success to bo 
attained by the individual in certain specific fields. 

c) Measurement of growth in given subjects and training. 

d) Planning an educational program. 

e) Making occupational choices. 

In any event, it will bo well to realize that the more one knows about 
an individual, the more supplementary test results become; the kss 
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one knows about an individual, the Dioro important tests results be- 
come. Furtbennore, a score on a single test is not used as an 
adequate basis for counseling. Other data and additional test results 
should be obtained whenever possible; hence the value of the rest 
of the individual inventory.® 

Extracurricular activities. Tlie number and typo of extracurricular 
activities of a pupd many times reflects both his interests and 
abOilics. Many times one is able to identify the leaders and the 
followers as well as those who are just “joiners." Jlobbies often give 
clues to “bents” in a gis’en area. 

Special talents. All evidences of spedal abilities and limitations 
as they are revealed by the educational profile, hobbies, work- 
experiences, interests, and actual perfonnance attested to by the 
anecdotal method should be noted. 

In the analysis of tltc individual it is important to recognize 
tliat records are an aid to, but not a substitute for, a personal 
knowledge and understanding of die pupil by Uie teaclier. 
Wlicre the records arc kept is of less significance than their 
availability for use by the teadicr and pupil-personnel workers. 
Finally, the gathering of all these data is useless unless they 
are used intelligently for die benefit of the pupil in arriving at 
a solution to his problem. 

2, Informational services. Li a democracy it is the right of 
each individual to have die opportunity to cam a living in the 
area for whicli he is best fitted. Thus, again, it is necessary 
to know the individual as an individual — each wiUi problems 
and needs peculiar to himself. At the same time an intimate 
knowledge is abo needed of the world of work. With 40,023 
defined titles of jobs* (22,(E8 defined jobs which are known 
by an additional 17,995 titles ) now identified and listed, con- 
fusion can easily erist in the minds of the individual in trying 
to identify die job area for which he is best fitted. 

a. Occupational and educational tn/ornia(>o>i. There are 
various teclmiques in practice to assbt the individual in ac- 
quainting himself with the ways to make a living. 

* Ftankim Zeron, sad Gslea Jones. “The Adrainistiabve Responsibility for 
Oa-tlie-Job Tiainuig of Pupil-Petsonnel Worten," Bulletin of the Matioaal 
Association of Secondary Scfioof Afnapots. October, ICST. Suitedn jVo. I4S, 
pp. 10- n. 

B Dlelionory < 3 / Occupational Titles, Definitions of Titles (Sod Ed ), VoL I 
(Washington, D.C.: Covemment tViotiiig Office, 1949), p. xi. 
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Courses in occupations. The name of ihe course varies: 
Occupations, Self -Appraisal and Careers, and Human En- 
^ecring. Usually the courses arc required at a given 
grade Ie\ el; at other times they are on an elective basis. 
In these courses, units are usually olfered on understanding 
the school, imdcrstanding yourself, understanding occupa- 
tions, understanding labor laws, understanding how to 
get and hold a job, and selecting an occupation for which 
you arc best Cited. Various Iccliniqucs include murals 
and displays of local indusUy*, tlic making of recordings 
on various industries including a brief history of the com- 
pany as well os its production methods and kinds of jobs 
available, and setting up a miniature coiporation. 

As a unit of regular classroom icofL WTsen occupational 
infonnation is ^ven os a unit within a course it is usually 
gisen in connection with a course in the social studies. 
However, ever}' teacher is in a strategic position to enridi 
her course ollcring through instituting a unit on “occupa- 
tions for which ( English, mathematics, chemisby, or what- 
ever this subject happens to be) is essential or desirable. 
Follow this Nsith each indiudual selecting and reportiog 
in class on one of the occupations. This is one way d 
motivation that has proven very helpful 

Visual aids. Visual aids include films, film-strips, posters, 

and displaj'S such as arc found in many libraries. ^^heO 
films and film-strips are used it is that pre-teach- 

ing take place so that the individuals are not seeing these 
projections only as part of a “show.” 

Community occupotioiud suixey. The school has an 
obligation to meet the needs of the community that sup- 
ports it It is only through a careful study of the com- 
munity that one can ascertain the occupational levels cf 
the community as well as the socio-economic life of its 
people. Community occupational stirse}'s will proride 
pertinent data relative to the occupational distributions cd 
thorf who have entered cmplo>-ment, the number em- 
beginning salaries of svorkers, 
-pursued or needed, job satisfaction by 
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to take part in the training of youth in order that better 
rebtions ^vill exist when the pupil leaves school for a job 
in the coiraimnity. With employment as well as tech- 
nolo^cal changes continually taking place, the school must 
constantly be aware of and profit by that knowledge. 
Furthermore, the school must see that diis information 
reaches the pupils who are to profit b>’ it. Schools having 
outstanding programs are Manitowoc, Wisconsin; New- 
berg, Oregon; Franklin High School, Portland, Oregon; 
and Chevy Chase, Maryland. 

College daij. College days have been in vogue for a 
longer period of time than career days. College days, in 
many places, grew out of administrative necessitj'. The 
writer instituted a college day in order to keep 100 college 
representatives from using up part of almost every sdiool 
day as each tried to talk to all seniors and juniors. In ex' 
change for hasang all come on one day, the college repre- 
sentatives were given information on each junior and 
senior relative to the institution he was interested in, his 
occupational choice, the percentile on his last scholastic 
aptitude test, his rank in class, whether he had algebra and 
plane geometr)', and his own estimate as to the per cent of 
the total college cost he would have to obtain through 
working. Hosvever, their objectives are more nearly like a 
career day on which only the professional or college trained 
occupations are discussed. Sdools ha\Tng well WTjrked out 
programs are Appleton, Green Bay, and ManitowxKS, Wis- 
consin. 

Plant tisits. Plant visits or field trips can be made by 
groups or individuals. The groups can be composed of 
students basing like interests (such as boys in Agricultural 
Education classes visiting a dairy or cheese factory), or 
of individuals with dissimilar interests ( such as members 
of an English class visiting a newspaper plant or a depart- 
ment store). Many times indiWdual pupils, because of the 
intense interest, make plant visits as a follow-up to a raieet 
day talk. Care must be exercised to prepare the group for 
what it will see; after the visit it is again essential to reviesv 
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tlie trip. Questions of legal liability of the teacher should 
be ascertained before making the trip. Furthermore, some 
one from the establishment should be the leader during the 
visit Unless the trip is adequatelj' prepared, there is 
danger that the pupils wll "not see tlie forest because of 
Uie trees.” Most schools in Michigan seem to utilize this 
practice to excellent advantage. 

Work experience program. Work experience means many 
tilings to many persons. For example Weber holds that: 

Work experience, then, is a term applied to one method of 
bringing reality into tlie program of (he school. It is a means 
and method in the program of the school by svhich the learner 
actually produces useful goods or renders useful services 
through participation in socially desirable work acti^’itics in 
the community under real conditions. It can readily be seen 
tliat, concehed in this way, work experience offers many pos- 
sibilities; it is likely to be ^ucative: it is fint-hand experience; 
it invoh'cs work or services; It is concerned with socially de- 
sirable activity; it is exploratory; it is real.’® 

Usually, the work experience program operates at the 
junior or senior year in the secondary school because the 
age level of those eligible for the program is found in these 
classes. Normally one-half day is spent on the job and the 
other half in school where related training is offered. Pay 
at the prevailing wages and school credit are earned by the 
participant. The jobs, employers, and participants are 
selected by a supervisor who is a member of the school 
staff and the participants are supervised by him while they 
are at work. 

Equally important in selecting suitable participants is 
tlie selection of the right job. The job should present a 
continued need for mental application geared to the 
pupil’s ability to profit by it. Some jobs of this type include 
helpers in various trades such as electricity, auto repair, 
radio repair, printing, and building. For the girls, jobs in the 
commercial field, such as stenographers, typists, book- 
keepers, file clerks, office machine operators, and telephone 
C. A. IVeber, "The Value of Work Erpericnce.” Clifford Ericlion (Ed), 
A Daiic Texl for Guidance Woiien (New York; Prentice-Hall, Inc., 1947), 
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operators present valid learning opportunities. For pupils 
who are specializing in food and home economics, certain 
jobs in restaurants, in the diet kitchens of hospitals, or 
even in private households offer practical training. No 
school is so small nor so isolated that some work-experience 
program cannot be worked out. Schools having outstand- 
ing programs are Albany, Oregon; Los Angeles, California; 
Rochester, New York; Knoxville and Nashville, Tennessee; 
Butte, Montana; Des Moines, Iowa; Atlanta, Georgia; and 
PhoenLv, Arizona. 

h. Referral services. No school contains all of the services 
necessary to meet all the needs of all its pupils. In most cases 
this is true even of the communities which embrace tliese in- 
dividuals and their families. To meet the needs of all, all avail- 
able resources must be tapped and catalogued. 

John needs glasses so that he may benefit from the educational 
experiences which society is offering him. His parents are not “poor 
enough" to receive aid from welfare organizations nor well off 
enough to purchase the glasses without upsetting their budget. To 
buy the glasses and pay only $1.00 a week would unbalance their 
budget, but they will not take charity. To whom in the community 
can the teacher turn for assistance? Under what conditions can he 
get the glasses? ^Vhen is the individual to be contacted? These and 
other questions need to he answered objectively. 

To whom does one turn for psj'chiatiic assistance, aid to 
purchase clothing, and medical and dental assistance? ^Vho 
will help in the case of pupib living in imsavory home con- 
ditions? 

We are our brother’s keepers, and amazingly enough, a 3 x 5 
card file on all agencies, organizations, and others offering re- 
ferral services will help us better to be "our brother s keepers.” 

3. Counseling. To be a productive member of societj', an 
individual should be given assistance in the art of living, as 
well as in making a living.** This assistance should take the 
form of helping the individual identify, understand, and solve 
his problems by facing facts and using them in making plans. 
This objective is achieved through the counseling process. 

Franklin R. Zeran, Pracidmg Edueatiimal Opporiunilles Threrugh Trained 
Guidance ’Workers, California Test Buiean, Educational Bulletin #19, 1950. 
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Counseling is botli an art and a science. Jones stated that the 
process of counseling is as follows; 

Counseling is primarily an individual matter and is more apt to 
be successful when conducted on tliis basis. From a fund of knowl- 
edge of educational and vocational opportunities, both locally and 
in the country’ at large, the counselor offers information, advice, and 
assistance to the inrlividual, bearing in mind his particular interests, 
ability, and personal situation. This counsel should be a regular 
responsibility of all tj^ies of schools and colleges.'* 

Strang indicates that counseling is a face-to-face relation- 
ship in which growtii occurs on the part of both counselor and 
student.'* 

Erickson holds that the counseling service is at the very heart 
of the guidance program. It represents the point at which the 
various guidance services converge on the pupils. No other 
part of the guidance program cao succeed unless competent 
counseling is functioning. Through the counseling process, 
pupils are helped svith their personal problems and aided in 
long-time planning. He further points out that counseling is the 
entire process of helping a person having problems and needs 
to acliicN'e more desirable goats. Furtbermore, interviewing Is 
only one stage in the counseling process.'^ 

Williamson and Foley state that counseling is a face-to-face 
situation in which, by reason of training, skill, or confidence 
vested in him by the other, one person helps the second person 
to face, perceive, clarify, solve, and resolve adjustment prob- 
lems. It is a process which aids an individual to progress in 
personality growth and integration." 

Williamson '* points out tliat counseling is botli a supple- 
mentary and an alternative method of helping the individual 


1* Artliur J. Jones, rriiiripiej of CuUianct (New York: McCraw-IIJl Book 
Comixiny, Inc^ 1915), p. 268. 

Stiang, The Role of the Teodter In Pewoniiel IVorl (New Ycak: 
Bureau oF Publications, Teachers Colley, Columbia Universitv, 1946), p. 29. 

'iClilFord Erickson, A Practical Jlandbook for School Counselors (New 
York' TIio Ron.aU Press Cotnpany. 1949), pp. 49-50. 

i®E. C. Williamson, and J, D. Foley, (JounscFtng and Discipline (New York: 
McCraw-lliU Book Company, Inc., 1949), p 192. 

E. C. WiUiamson, Counsehng AdoUscenU (New York: McGraw-HiU Bod: 
Company, Inc , 1950), p 18. 



29S TIIE PUPIL-PEBSONNEL PROGRAM 

learn those tilings which facilitate adjustment, both immediate 
and remote, and also assist him to remove obstacles to his 
learning. Counseling is also a point of view, a pliilosophy of 
education, emphasizing human values and human development. 
Counseling is likewise a body of techniques or svays of helping 
yoimg people grow up normally through assisted or guided 
learning. Counseling is not so much sometliing added to what 
teachers do now, but rather a different way of doing what some 
teachers do now, directed to different goals and emphasizing 
human values. 

Counseling is always personal since the process is organized 
around the peculiar needs of each individual. Counseling exists 
not only to assist the individual to help himself, but also to 
sen'e as an integrating force rather than a problem solving 
device. As such, the individual is always free to reject any 
assistance given, regardless of its excellence. 

The gathering of information to assist in the analysis of the 
individual, the collection and dissemination of occupational 
and educational information, and the use of placement and 
follow-up services is for only one purpose: to assist the in* 
dicldual to make wise choices. As such, it must be seen that 
counseling, though a very important element, is only one phase 
of a total pupil-personnel service. It is therefore not correct 
to speak of counseling and pupil-personnel as one and the same. 

Dunsmoor and Miller ” list the following as aims of the 
counseling process: 

1. To give the individual information on matters important to his 
success. 

2. To get information about the individual which will be of help 
to him in sohing his problems. 

3. To establish a feeling of mutual understanding behveen pupil 
and teacher. 

4. To help the individual work out a plan for solving his diffi- 
culties. 

5. To help the individual know himself better — his attitudes, 

Qaience C. DunsrnoOT, and Leonard M. Miller, Princfplci ond Melfiodi of 

CulJance for Teachm (ScraDton, lotematjonal Terlbool: Compan)', 1949), 

p. 133. 
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interests, abilities, aptitudes, limitations, and opportiuiities. 

6. To encourage and develop special abilities and right attitudes. 

7. To inspire successful endeavor lo\vard attainment. 

8. To assist the individual in planning for his educational and 
vocational choices. 

Since the primary purpose of counseling is to assist the in- 
dividual so that he can better a)lve hts own problem, the follow- 
ing points may well be remembered; 

Be a good listener. Tlie individual bas a problem and 
the counselor cannot help him if the individual is not given 
an opportunity to "talk out” liis problem. 

Help the individual find his problem as soon as possible. 
Nothing is gained by having the individual use the coun- 
selor as a crutch or the counseling room as a loafing place. 
The individual must be helped to find his problem and to 
face it, not run away from it. 

Refer cases that need referral. Although the counselor 
should render all assistance possible, he is only human 
and there will be many types of assistance that others are 
better able to deal wiUi. The job of the counselor here is 
to isolate, Identlfj*, and then handle only those types of 
problems for which he is best suited. 

It would be fortunate if all faculty and staff members were 
equally able to do good coxmseling. However, because of ex- 
perience, interest, personality, and training, some >vill be more 
able than otliers to counsel pupils. Specific training is necessary 
to ascertain and appraise facts and to develop competency in 
various methods of approaching the individual’s problems. 
Recognition, however, must be given to the fact that although 
definite assignments as counselors must be made to certain 
faculty members, tliere is need in any organized program for 
cooperative action on the part of all faculty members if the 
counseling responsibilities are to be carried out. 

Needs for assistance are where one discovers them. 

John is 18 years old and in the 12tfi grade. He says he plans to 
go fo college to be a cheroist. Hfe grades in mafhemathi'cs from 
earliest grade school through plane geometry have hovered between 
74 and 8L He has had a course in general science, and received a 
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grade of 87. lie didn’t taVe chemistry or physics because the teacher 
"doesn’t lihc me." He is a slo\v reader, doesn’t like to study, feels 
"tests are unfair,” and has never been away from home. His parents 
are both college graduates; his father owns a small men’s shop. 
What are John’s needs and what would you do to help him? 

Fanny is 16 and in the 11th grade. She is ovcr%veight, shy, has 
poor complexion, and lisps. She gets excellent grades in school She 
is uncertain as to what she wants to do. Her clothes are of good 
make but never fit because of her "five by five" build. She belongs 
to no organizations, has never bad a date, and causes her teachers no 
trouble in any way. Wbat arc Fanny’s needs and what would you 
do to help her? 

4. Concentrate on placement. Placement is the satisfactory 
adjustment of the individual to the next situation whether in 
school or on the j’ob. Thus, each teacher becomes a placement 
oflicer insofar as her msm class is concerned. ’The individuaVs 
possible attainments in the chemistry class must be predicated 
upon his abilities and needs. This is one of the many times 
when a "trial balance" of the indMduars cumulative individual 
inventory Is necessary in order to assist him In making a 
free choice. School marks, achievement test results, scholastic 
aptitude profiles, interest inventories, work experiences, hob- 
bies, and anecdotal records all contribute to making decisions 
leading to the satisfactory adjusUnent of this individual. 

The right of the jndi^'idual to earn a living in a democracy 
carries with it the obligation that there be a close and desir- 
able relationship between his aptitudes, abilities, attitudes, 
interests, and limitations, and bis objectives — whether they 
be training or jobs.** If the indisiduhl has a right to expect 
that the school will assist in the acquiring of tliose skills and 
attitudes necessary for making satisfactory adjustments — 
socially and emotionally — then their adjustment to learning, 
training or working conditions cannot be ignored. 

An individual’s vocational choice, based upon a careful study 
of that individual’s objective and its relation to his abilities, 
interests, and limitations, requires an intimate knowledge of both 
the individual and vocational opportunities. Cooperative action 

FrankLn R. Zeraji, ProKiding Educational Opportunities Through Tndned 
Guidance tVorierj, Califomia T«st Bnrean, Educabonal BuQetm No. 19, 1950. 
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behveen the school and community agencies is essential if the 
interests of the individual are to be served. 

5. Follow-up the school-leavers. Products of the school, 
■whetlier they emerge as graduates or drop-outs, are embraced 
by the term "school-leavers.” The pupil-personnel program 
offers the follow-up study as its technique for evaluating these 
school-leavers. 

The follow-up may well be utilized as the focal point in the 
development of a pupil-personnel program since the study of 
the problems and experiences of former pupils %vill provide 
pertinent data relative to the number of pupils entering and 
pursuing higher education, the occupational distributions of 
those who have entered employment, the number employed, 
the approximate beginning salaries of workers, the types of 
training pursued, the type and amount of supplementary train- 
ing needed to hold the present position or to progress in it, and 
the training need to secure a job. The information thus secured 
is both objective and factual, as sudi its implication for pupil- 
personnel activities and tlie curriculum are practical and effec- 
tive. 

Follow-up studies of school-leavers may also become valuable 
as instruments of researcli, extensions of the individual in- 
ventory aids in determining pupil-personnel senices to be 
offered school-leaven, and “guide posts” in school policy- 
making. 

Hesearch. To e\’aluale tlie effectiveness of the school 
curriculum in the light of the experiences of school-leavers; 
to evaluate the pupil-personnel services; and to evaluate 
the effectiveness of instruction. 

Extension of the indicidital inventory. To proWde a 
flow of continuous out-of-school data which would include 
plans and work experiences, further training, placement, 
and follow-up to be added to the in-school record. 

rupil-personncl services. To keep in touch wtli all 

•• Ito>'eo E. Brewtter. ind Franklin IL Zenn, Technitjues of FoUoic-up of 
Schocl-Uavcn, CoLfomla Tat Bureau, Educational BallcUn No. 17, 19-17. 
(BeN'isiOQ o( U.S. OlSce of Education ktbe. 3033.) 



S02 


THE PUPIL-PERSONNEL PROGRAM 


school-leavers for a definite period of time, for the pur- 
pose of: 

1. Aiding them in making adjustments. 

2. Securing additional training. 

3. Forming closer ties between the school, the in- 
dividual, and the community. 

Poliaj-making. To justify changes in the school program — 

modify, extend, or expand the curriculum. 

All school-leavers, both graduates and drop-outs, should be 
followed up through a continuous annual series to be made at 
intervals of 1-3-5-10 years for each group. This can be done 
by means of mailed questionnaires and/or through interviews 
carried on by members of llie student body. Questions asked 
will depend upon the purpose of the follow-up survey, 

If we are to subscribe to the policy of educational oppor- 
tunities for all as an actual possibility instead of a theory, 
we are under obligation to offer such education as will fit the 
needs of the individual student.*® If .education is to meet the 
needs and abilities of the students, we must fit the school to 
the needs of each individual student rather than force the in- 
dividual to fit the offerings of the school, however unsuitable 
these may be for either the pupil or the community. Thus, it 
is the responsibility of the school to evaluate and modify its 
program of offerings in the light of what happens to all who 
have enrolled, whether they be graduates or drop-outs. It is 
only through a continuing follow-up of its school leavers that 
the school is in a position to ascertain whether its products are 
marketable in an ever-changing consumer s market. Then, after 
accumulating the data, it is the obligation of the school to 
modify its program to turn out up-to-date products. 

Study akd Discussion 

1. Define, in your own words, what pupil-personnel services mean 
to you. 

2. In what ways \vill a knowledge of the psychology of individual 

S® Franklin H. Zeran, Troddlng Edueattotuil OppoflunUies Throogh Trained 
CuldarKe Workert, CaLfoinia Test Bareaa, Educational Bulletin No. 19, 1950. 
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differences be of assistance in providing pupil-personnel serv- 
ices? 

3. Explain the differences in the concepts of the pupil-personnel 
movement during 1908-1938 as contrasted to the period 1938 to 
the present time. 

4. Who is tire head of the pupil-personnel services in your state? 
Wlial is his title? 

5. What are the relations of this individual to the local school 
counselors? 

6. What are the 6ve areas of a program of pupil-personnel services? 

7. \Vhat is meant by the analysis of the individual? 

8. What are the uses of tests? What limitations, if any, do they 
have? 

9. Name and explain some of the many ways of providing occupa- 
tional and educational information. With vvbicli of these h.ive 
you actually come In contact? 

10. Wliat is a work-experience program? 

11. ^Vhat does referral service mean to you? 

12. DeSne counseling and tell bow it can he applied in a school 
situation. 

13. Define placement and give examples. 

14. What are the uses of the follow-up of school-leavers? 
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Teacher Approaches 
To the Pupil-Personnel Program 


Franklin R. Zeran 


If all students are to be assisted and all life-adjustment areas 
Served, all staff members must participate in tlie program, not 
merely the specabsts.' Recognition must be given to the fact 
that not all can do everythiug equally well. There are some 
phases that only those teachen who receive special training 
should doj lliere are some other services that only the specialists 
should render. 

Teacher Duties 

Although it is true that beginning tearJiers arc not usually 
employed as counselors, an individual preparing to teacli should 
realize that his first obligation is to tlie students. Even tliouglj 
tlie contract calls for teaching English, social studies, and art, 
the teacher will teach indlsiduals — indi\iduals who are ever 
changing, ever different. Tlie teacher cannot teach Johnny 
until he knows somelliing alxiut him. Today he things he 
knows him, but perhaps tomorrow he may be different. His 
hopes, fears, and amdeties arc all part of the Johnny wlio comes 
to the English class. Everj’ teacher, whether he is conscious 

> rranllm R. Zrran and CaTcn Jonn, 'The Adniin[straC\«' Rraponjil>IIiliM 
for On-Uir-Joh Training of Pupil-rmoniwl WorJicrj," (Wasiiington, D.C.! The 
Bullrtin of the National Association of Secondary'Schonl rrindpals, Bulletin 
No. JfS. October. 19J7J. p. 5. 

SOS 
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of tlic fact or not, has an important role to play in the pupil- 
personnel program. 

Tlie position of the classroom teacher is such that he can 
give valuable assistance to the pupil, particularly with regard 
to occupations related to his field — occupations for which that 
particular subject is necessary and those for which it is recom- 
mended. His function as a placement officer must not be over- 
looked. An individual preparing to teach should know that as 
a classroom teacher his responsibilities for the pupil-personnel 
program include: * 

In the area of the cumulaiice indicidual inventory. 

1. Assist in the compilation of the cumulative record. 

2. Keep pupil’s individual inventory up-to-date. 

3. Have a thorough knowledge of every pupil in his group. 

4. Furnish the counselor information concerning pupils. 

5. Secure necessary infonnalion to aid in parent contacts. 

In the phase of occupational and educational information, 

1. Cooperate with sdiool counselors in the dissemination of 
occupational and educational ixdonnation. 

2. Contribute occupational information from his own specialized 
field. 

3. Stress, with careful regard for realistic conditions, the occupa* 
tional value of subjects taught. 

4. Provide developmental group activities in citizenship, leader- 
ship, and personality. 

5. Explain the importance of traits of character and personality 
needed to become a successful worker. 

0. Help the pupil to evaluate important outcomes of successful 
work in addition to salary. 

7. Encourage the pupil to work up to capacity. 

8. Assist in preparing assembly programs de^og with occupa- 
tional and educational problems. 

9. Interpret the vocatiooal implications of school subjects and 
help pupils develop proper work attitudes. 

10. Assist the counselor in arranging and carrying out occupa- 
tional trips. 

11. Assist in the development of poster materials, plays, and 
similar activities related to pupil-personnel services. 

a Proceeding} of the 6th Nalional Conference of State Supervisors of Ocevpo- 
tional and Cuidaru^ (WasWgton, D.C.: Superintendent of Docu- 

ments), Vocational Divirion Bulletin No. 235, Occupational Information and 
Guidance Series No. 14, 1945. 4S-49. 
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12. Encourage the use of visual and auditory aids. 

In the field of counseling. 

1. Be on the alert for interests, aptitudes, plans, and behavior 
patterns which the pupils coonselor should know about. 

2. Direct to the counselor those individuals who need specialized 
help. 

3. Serve on committees related to the pupil-personnel program. 

4. Study and practice good interviewing and counseling pro- 
cedures to make more effective any counseling that he may be 
asked to da 

Know tjour students as individuals. If a teacher is to become 
personally acquainted with each of his students, he should have 
the following information about them: * 

1. The pupil’s learning level or rale as indicated by: 

a. I.Q. or mental age scores on reliable tests of mental ability. 

b. Results of any achievement tests the student has taken, 
especially the more recent ones and any that are directly 
related to the subject concerned. 

c. Scores Indicating rate and comprehension on tests of general 
ability to read. 

d. Scholastic record to date. 

2. The student’s subject strengths and weaknesses, likes and dis* 
likes- 

3. The student's major extracurricular interests, participation, and 
leadership. 

. 4. The student’s vocational and educational goals. 

5. The nature and cause of any difBcuIty the student is experienc- 
ing in the work of the class. 

6. Any physical handicap or health condition that may interfere 
with the progress of the student. 

7. The home environment of the student, particularly if he is in- 
clined to be a problem case. 

Once this information has been synthesized it will then be 
the duty of the teacher to utilize it in his daily contacts with 
the student. Assignments and institutional procedures should 
certainly be adjusted to the needs of the individual as one of 
the outcomes of the analysis of the indi^^dual. 

The teacher as a referral agent. The teacher is like the hub 


S Clarence C. DunsmoOT and Leonard &L Mflkr. Priitcfples and Mclhodf of 
Guidance for Teachert (Scranton, Fa.: InteinatiDnal Textbook Company, 1940}, 
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of a wheel from which radiate relationships Avith specialists, 
community agencies, and parents.^ All these the teacher uses 
for the go^ of the student. Thus he supplements the work that 
he is able to do directly wth individuals and wth groups. In 
some cases, the coordinating center shifts from the teacher to 
another persormel worker in the school or in the commumty 
who, in turn, uses the teacher as one means through which a 
good adjustment may be affected. 

The teacher end the testing program. Ever>'thing is measur- 
able. In teaching, if we are to compare t%vo indi^duals with 
one another or an mdi\nduals ability’ against what he achieves, 
xv'e must have standards of measurement- As a result of this 
need, we have "standardized tests" that we use in pupil- 
personnel work. 

Essential to good teaching is the knowledge of the iBdi%’idual 
to be taught Aids to this knowledge result hrom: 

a. Reading tests. Mhat is the individual's rate of reading 
and what is his comprehensioo? These measurements should 
reveal not only the total results but also the results for the 
individual sections on science, social science, poetry’, and litera- 
ture. Is this individual able to interpret a paragraph? MTiat 
vocabulary does he possess? 

Any other test result obtained for the individual, whether 
scholastic aptitude or achievement, will depend upon the com- 
prehension and rate of reading obtained in a reading tesL This, 
then, is the first information to be secured by a classroom 
teacher. 

Some good reading tests are the Iowa Silent Heading Test; 
SRA Reading Record; I-ee-Clark Reading Test; Chicago Read- 
ing Tests; Diagnostic Reading Tests; Durrell-Sullivan Read- 
ing Achievement; and Cates Reading Survey. 

b. Scholastic aptitude tests. These are usually called in- 
telligence or I.Q. tests. However, since we also have mechan- 
ical, social, and other types of intelligence, the term “test of 
scholastic aptitude” is more nearly correct and hence we use 

* Rnlh Strang. The Tide of the Teecher in Fersonnel W^ri ( New Ytsk: 
Bureau of Publn^tions, Teacbra College Colznnbia Universify, i94S), p. 
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it here. The final result (103 I.Q., or 88tli percentile, or 6th 
decile ) is only a minor part of the total story. Since a scholastic 
aptitude test consists of \TOrd analogies, space perception, 
arithmetic reasoning, and so forth, it is essential that we 
know in which of these areas the indisadual ranks high, low, 
or average. The algebra teacher \vould be more concerned 
about the aritlimetic section than would the English teacher. 
However, knowing that John and Harry rank equally in the 
arithmetic test is only part of the picture. For example, each 
had five problems correct, but John tried only the first five and 
got all five correct. Harry tried all twenty-five and got numbers 
1, 5, 8, 15, and 25 correct. We now get a different insight Into 
these two boys. Tlie next job is to analyze each of tlie boys 
to see why John tried only the first five while Harry attempted 
so many more. Some widely used scholastic aptitude tests are 
the California Test of Mental Maturity, Henmon-Nelson Test 
of Mental Ability, S.R.A. Primary Abilities, Otis Self-Ad- 
mlnlstcring Tests of Mental Ability, and American Council 
on Education Psychological Examinations. 

c. Achievement tests. These tests are useful not only in re- 
vealing tlie grade level of the individual in the separate tests as 
well as the ovcr-all battery but also in identifying the difficulty 
which tlie student is haiing. Tliere may be as many as a 
dozen different reasons why individuals cannot add a four- 
digit column. Tlie important thing is to know which of these 
are bothering this individual pupil and then to do something 
about remedying tlie situation. 

Achievement tests should be used to compare Johnny with 
him.self — his accomplishments against his abilities. Teachers 
should always ascertain whether these tests are valid for tlie 
local situation. That is, do the tests measure what the pupils 
have studied? If the test at llic 8th grade measines certain 
items in arithmetic or science whidi have not been studied in 
tlic arithmetic or science classes, then a survey should be made 
to ascertain whether or not the items should be included in the 
course of study. Sometimes tlie timing of the tests is im- 
portant insofar as coverage is concerned. Some of tlie better 
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known achievement tests are Progressive Achievement Tests; 
Metropolitan Achievement Tests; Stanford Achievement Tests; 
and Every Pupil Primary Achievennent Test. 

The important thing to ranember about tests is that the value 
lies neither in giving the tests nor in knowing tlie end results, 
but rather in the interpretation of the results and the action 
taken. 

The scattergram as a tool. As a placement officer the class- 
room teacher needs to know bow well he is adapting his in- 
struction and subject matter to the abilities of the individual 
pupil in his classes. Furthermore, he must know whetlier or not 
tlie pupil is working up to capacity. It is essential also to know 
the relationship between achievement, as indicated by grades, 
and scholastic ability, as indicated by a scholastic aptitude test 

S<h«ltutlc Apiitud* or 1. Q. 



Numbers mtliln the scattergram represent cases, i e., 1 is John who 
has a school grade average of 1.5 and on I.Q. of 90; 2 is Peter who has a 
school nade average of 3 and an I.Q. of 115. 

Quadraots^I and II are occupied^ “expected cases." Quadrant 111 Is 
occupied by “overachievere” — individuab whose S.G.A. is high In relation 
to Icnv scholastic aptitude {I.Q.) results. Quadrant IV is occupied by 
“underachievers" — individuals whose S.C.A. is low in relation to high 
scholastic aptitude (I.Q,) results. 
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(mental ability or I.Q. test). A scaltergram such as shown 
below can be used to portray this picture of a group.® 

By using the scattcrgram, one can determine how many and 
who arc in the quadrant of “over-achievers’' and who are in 
the quadrant of “under-achicwrs.” This knowledge is of little 
value, liowevcr, unless the teacher analyzes each of the cases. 

First, of course, all these cases should be retested with 
another scholastic aptitude lest, such as the California Test of 
Mental Maliirily, Otis SeU-Administering, or Henmon-Nelson. 
Tlien, to make Uie scaltergram truly useful in pupil-personnel 
work, such questions as the following must be asked and 
answered; 

Were cases 5, 12, and 6 over-achlevcrs due to faulty scholastic 
aptitude test results (too low)? Were the study Jjabits superior 
in some cases? Did interest in school subjects have anything 
to do svith the scitool grade average or was it due to an "easy 
marker” in one subject? 

Were cases S. 7, and 4 undcr-achievers due to faulty scljolastic 
test restilts (too Iiigh), vision, hearing, general health, lack of 
Interest, lack of application, unhappy home conditions, or too 
mucli outside work? Is 8 usually in lliis category or has she just 
slipped down into it this month? How is she getting along will) 
her teachers, classmates, and parents? 

What does the Iowa Silent Reading Test or the Buswell Read- 
ing Test reveal regarding rate of reading and comprehension? 
What results are revealed from an achievement test, such as the 
Progressive? 

If a scaltergram is carefully made and analyzed, it should 
prove a useful tool in pupfl-personncl services. 

The sociogram as a tool. Students are gregarious individuals. 
The class room, the lialls, the play grounds, tlie gymnasium, 
the cafeteria, and the auditorium all serve to bring the pupils 
together in groups. As soon as groups are formed there is group 
interaction and reaction. Tliis interaction and reaction affects 

* FranLtin n. Zeran. "Scattergrams «s Totds in Pupil-Personnel Services," 
VocoWonoi Education Neu.i (McGraw-Hill Book Company, Inc.), Vol. I, Num- 
ber 4. May, 1918, p. 10. 
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not only the group but the individual members of the group 
as well. The charting of this interaction is called a sociogram. 

Tlie sociogram presents a picture of group relations at a given 
time and under spedfied condiUons. For example, if each of 
the members of a group were asiced to name two individuals in 
the room who were his best friends, the result would differ from 
lliat obtained by allowing each member to select two individuals 
in the school who were his best friends. Furthermore, different 
results might be obtained if each member of the group were 
ashed to name hTO individuals in the room with whom he would 
like to serve on a clean-up committee. Furthermore, a different 
result ^vou]d imdoubtedly be obtained in answer to the same 
questions if a month elapsed between the questioning, or if a 
third or fourth choice were added. 

The students should always be asked questions that ate of 
some concern to them. The teacher is then able to chart fho 
results. The question “Name your t^vo best friends in this room" 
might appear like this when charted. 

In our daily teaching we become so busy that the quiet, un- 
assuming individual who causes us no trouble is apt to become 
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overlooked entirely or thoaght of as a “nice pupil." However, 
the isolates Ora and James need our attention because there 
must be a reason why they have named no one as their best 
friends and no one has named either of them as his best friend. 
Then, too, Joan differs from Helen, and the Maiy-Ann, and 
Mar)’-Sally combination differs from the Mary-Ann, Ann-Helen, 
and Helen-Mary arrangement. 

The sociogram is relatlwly easy to make and is an important 
device in actually seeing group interaction. Mere obser\’ation 
will not give this relationship regardless of how well the teacher 
knows the pupils. 

Orientation for the students. Every classroom teacher cannot 
have the opportunity, even if he \vished it, to visit with all the 
students who intend to enter the various classes. However, each 
teacher can easily write from 20(W00 words on what is covered 
in his own subject, whether it is English 3, X^ntin 1, Algebra 1, 
Shorthand 1, or Drafting 7, from which a short list should bo 
derived shov^ing the occupations for which this subject is either 
essential or desirable. These sheets can then be duplicated and 
made available to all pupib either in the homerooms or the 
“sending schools.” 

Folloiiyuji of the school-Jcaver. The classroom teacher should 
be concerned 'vilh kno%ving the answers to these basic ques- 
tions. “How well do my students measiu'e up to the needs of 
employers, institutions of higher learning, and other training in- 
stitutions, and to society as a whole?” "Am I adapting my 
course content to the needs of these groups?” “If I do want to 
know the answers to these questions, is there a tool that I can 
use to provide me wlh detailed, objective data?” 

The tool that has proven useful in supplying detailed, ob- 
jective data is the follow-up survey. Since a follow-up survey 
can provide answers to multiple objectives, there is obviously 
little reason for each teacher to make individual surveys. 
As a result, the individual classroom teacher can be more effec- 
tive by becoming a cooperating member of a committee making 
the survey of school-leavers and their employers. 

Ocaipational value of the subject taught. It is an obligation 



314 TEACHER APPROACHES TO PROGRAM 

of all good teachers to stress, with careful regard to realistic 
conditions, the occupational value of the subjects that they 
teach. Bacher and Berkowitz list major school subjects and 
occupations that are related to these subjects.* For e.Tample, 
the teacher of physics can start with the following list and have 
members of his class de>'elop it still further: 

Acoustician Electrical Engineer 

Astronomer Electrical Repairman 

Ci%’il Engineer Electrical Tester 

Electrician Optician 

Electro-chemist Petroleum Engineer 

Electroplater Physicist 

Electrotherapist Radio Engineer 

Geologist Radio Operator 

Lineman Radio Repairman 

Mechanical Engineer Roentgenologist 

Metallurgist Teacher 

Meteorologist X-Ray Technician 

However, the good teacher does not slop here; he has mem- 
bers of the class select an occupation, gather information about 
it, and present their findings to the class. A helpful outline 
would include: 

1. Description of the occupation, according to the Dic- 
tionary of Occupational Titles. 

2. Examples of articles made or services performed. 

3. Number in the occupation on a national and local basis. 

4. Working conditions, wages, hours, surroundings, whether 
or not it is seasonal, trend of employment, and hazards. 

5. Age of entrance. 

6. General educational lequirements. 

7. School subjects that are essentia! and desirable. 

8. Hobbies that have a relationship to the occupation. 

9. Special licenses, bonds, or tests to be passed. 

10. How to get started in the occupation. 

Students should be assisted to see that there are no such 

• Otto R. Bacher, and Ceotse J. Berkowitz. Scltaol Courses and Belated 
Careers (Chicago. Uhnou. Sdeoce Research Associates. 1?M5). 
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things as over-all advantages and disadvantages in any occupa- 
tion. The occupation should be viewed realistically and de- 
cisions made in the light ol how an individual is affected by a 
given occupation. Tluough this dassroom approach, the teacher 
can help the pupil in his seardi for an occupational field for 
which he is best adapted. 

Using the Dictionary of Occupatiot\al Titles as an aid. The 
Dictionary of Occupatioiuil Titles consists of tliree separate 
boolcs. Volume I, Volume II, and Part IV. Although teachers 
should be familiar svitlx all three books, it is only Part IV with 
which they need be concerned. Part IV is entitled “Entry 
Occupational Classification.” It is x-aluable since it is intended 
for the classification of individuals for entry into work in which 
they hax’e not acquired fully qualifying knowledges or skills 
through svork experience or specific vocational training. Since 
it describes fields of work and not specific occupations, Part IV 
is especially valuable for assisting seco^idary school pupils to 
select work for whidi they are best fitted. 

All teachers in their daily contacts with their students have 
an opportunity to obsen'e whidi ones seem adept at artistic, 
musical, and literary work; entertainment; pxiblic serviee; tech- 
nical, managerial, clerical, and public contact w’ork. Some 
teachers have an opportunity to observe which of their students 
are adept at personal service, fanning, forestry, machine repair- 
ing, machine operating, machine tending, and graphic art work. 
Every class offers an observant teacher an opportunitj* to study 
students in the light of their specific aptitudes, abilities, in- 
terests, attitudes, and limitations. With this knowledge tlie 
teacher is in a position to “match men and jobs.” Part IV of 
the Dictionary of Occupational Titles will offer assistance in this 
matching process. 

The teacher and the home visit If teadiers are to under- 
stand the individual student during school hours it is essential 
that they know something about his home and his family life. 
Visits to the homes of all, not just those who seem to he “prob- 
lem children,” will pay dividends in “learning about Jofinny.”" 
The visits should serve as a means of becoming acquainted with 
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the parents and not as a source of conversation around the 
bridge table. 

In many commimities parents never have had the teachers 
come to their home unless it ^vas because their child had broken 
school laws or rules. Yet, these same parents could give con- 
siderable assistance to the teacher in understanding this in- 
dividual. By the same token, teachers can assist parents in 
imderstanding their own children. 

For example, Jim has been sickly ever since be v?as bom. His 
brothers and sisters have wailed on him, given in to his every 
whim, and had to be quiet around the house in order “not to 
disturb Jim.” As Jim grew older, he had someone cany his 
books. He never did chores because of his health. Jim learned 
to take but never give. He "enjoyed ill health” and used it to 
get liis way at home. After such conditioning, it is little wonder 
that Jim has never been a cooperating member of his class. 

All homes visited should serve as sources of information for 
the cumulative individual inventory. A record should be kept 
of home visits. All teachers should become acquainted with 
the homes and parents of their pupils through the reports of the 
teacher who made this particular visit. 

The teacher and the work experience program. More and 
more the school is turning to the community to bring realism 
into the classroom. In many instances tlie school itself has little 
in its curriculum to interest all the children of all the people 
in the community. A program that allows the school to reach 
out into the community and place its pupils in socially accept- 
able jobs is called a work experience program. The develop- 
ment of skills, attitudes, and habits as well as the exploratory 
possibilities are all values to be derived from such a program. 

The classroom teacher enters this picture because, as Legg. 
Jessen, and Proifitt point out, selection of students for inclusion 
in any kind of controlled school-and-work program is usually 
recognized as one of the most important aspects to be con- 
sidered in the setting up and the continuing of such a program.^ 

r Caiolme E. Legg. Carl A. lessen, M<»b M. Proffit, Seftool and Work Fro- 
grains (Wa^hiogton, D.C.: United Slates OiHce of Education, Bulletin 1917, 
Na 9), p. 17. 
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During the course of the study mentioned above, educators in 
many cities were convinced that in selecting pupils for par- 
ticipation in part-time \%’ork programs, careful consideration 
should be given to individual needs and abiliHes. 

Butte, Montana 

Pupils over sixteen years of age are placed in stores, oiEces, 
and plants in the local community for a part of the school day. 
The employer accepts them as regular members of his work- 
ing force and usually pays a small wage in order to cement the 
employer-employee attitude. Under the direction of trained 
teadiers, a part of the day is spent in school where instruction 
is given in subjects directly related to job duties and respon- 
sibilities. On the job, the trainee secures practical experience 
and uncovers many problems relating to that field and in- 
dividual help is given in their solution. Each trainee is recog- 
nized as an individual problem and his school course is mapped 
out for the sole purpose of increasing bis efficiency and mal^g 
him more employable. The coordinator is responsible for the 
development of course outlines for each one. Instruction in 
workmen's compensation, employer-employee relations, em- 
plojTnent responsibility, personal efitciency, personal appear- 
ance, public relations, and occupational requirements form a 
part of the daily class procedure. 

Job placements are selected that require a training period of 
two years. The program is not designed to make skilled workers 
in any type of specialized employment in the occupation but 
rather to give the trainee as wide a field of experience as is 
possible. The job location is his laboratory and he progresses 
from one station to another as soon os he has picked up the 
fundamental knowledge and skill necess.'iry for an intelligent 
understanding of tlie processes. On the job, the employer or 
his delegated supervisor serves as the teacher and, svith the 
school representative, works out a schedule of processes and a 
progress chart that wIJ enable hhn to obtain tlie widest possible 
experience. T^vo and one half credits are given for the course. 
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Des Moines, Iowa 

The cooperative program has been operating since 1936 and 
now offers training in stenographic, general clerical, and book- 
keeping work, and retailing. It is offered at the twelfth grade 
level only. Tlie forenoons arc spent In school where the student 
carries three subjects. A minimum of twenty hours i>er week 
are reqviired on the job. Additional work on Saturdays or during 
vacation periods are optional with student and employer. The 
plan for credit is three hours per semester for in-school work 
and one credit for work experience. 

Both the employer and the coordinator make monthly 
evaluating reports with regard to the work on the job. Evalua- 
tion is based upon performance, and also by personal judgment. 

Students who participate in the cooperative program cannot 
participate in extracurricubr activities to the same extent that 
other students may. However, they are not entirely baned as 
some such activities arc scheduled for pre-school hours and also 
adjustments are sometimes made by the employer for special 
occasions. Although cooperative students are limited in this 
respect, they gain other values which are equally, if not more, 
important. It is pointed out that students who make other 
choices have their limitations; for example, the boy who plays 
football seldom participates in other activities. 

Atlanta, Georgia 

In the joint Vocational Educational Service there are a total 
of thirteen cooperative programs in which the schools work 
very closely with the Slate Department of Vocational Educa- 
tion in the fields of Trades and Industry and Distributive Edu- 
cation. There are more than 450 pupils participating and ap- 
proximately 175 different firms in metropolitan Atlanta are 
alIo\viog the schools to use their businesses as training labora- 
tories. 

The program is primarily set up for boys and girls sixteen 
years of age or over who will not go to college. They must have 
completed eight imits of school work before being admitted to 
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the program. The student attends school in the morning and 
lakes two regular higli-scbool sub/ects plus one or two periods 
of related instruction. He goes out on the job for four hours 
a day in the afternoon. 

The stated objectives of the program are (J) to give the 
student a high-scliool diploma plus one or two years of work 
experience in his chosen occupation, and (2) since the majority 
of boys and girls lose their first jobs because of bad social 
habits and lack of experience in getting along %vith their fellow 
workers, to give training designed to help eliminate these 
difficulties. 

The program is supervised by a coordinator who is respon- 
sible for appro.ximalely thirty-five students, He coordinates the 
work experience witli the proper ade<]uate related instruction. 

One unit of credit is given each year for his experience and 
one credit for the related instruction. These units have been 
approved by the Soutlicm Association of Secondary Schools 
and Colleges. 

Regular monthly reports of progress on the job are secured 
by the coordinators and rotation of job experiences are required 
in the schedule of work processes. Sucli an agreement is worked 
Out and is signed by the employer, the student, and tlie co- 
ordinator. 

The teacher and the pupil-personnel program. Tlie class- 
room teaclicr is truly the eyes and ears of tlie pupO-personnel 
program. lie is in a position to be the first to notice evidences 
of maladjustment, tlie first to leam of student interests and 
abilities, and he can be the first to locate the areas where tlie 
pupil-personnel services can be of greatest help. 

Because of tlie erident importance of the tcaclier, it may be 
Well for new teachers to think tlirough these questions: 

1. IIow, well do I know my oxvn strong and weak points? 

2. Do I really like boys and girls well enough to know them 
as individuals? 

5. IIoK' xivU do I knoireaefc iadhidusl in my chsscs? 

4. Have I reorganized my subject and teaching in the liglit 
of what I know about my pupib? 
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5. How well do I cooperate with the administration, other 
teachers, the counselors, parents, and townspeople? 

6. Do I trj' to solve as many pupil problems as possible 
through my subject? 

7. Am I able to tMnl: of Ae bo)^ and girls as individuals 
and not cases? 

8. Am I a good listener? 

9. Do I make the boys and girls feel that I am really in- 
terested in helping them? 

10. Am I helping each individual know himself so he wiH 
be able to live and make a living to his own best ad- 
\'antage and that of societj-? 

An affirmative ans^ver to these and similar questions must be 
forthcoming if the pupO-personnel program is to succeed. 
Unless the program does succeed there will be little likelihood 
of a citizeai>' of weU>adjusted individuals. 

Core programs and personnel scrciees. One of the most fre- 
quently mentioned values of a core or "common learnings 
program is that the classroom teacher will have a group of stu- 
dents for t^vo or three consecutive periods. Thus, she has longer 
periods of time spent with few'er students and she has the 
opportunit)’ to become belter acquainted with them. No form 
of curriculuin arrangement can guarantee satisfactorj' guidance 
of the indi\idual, but the "common learnings" program makes 
it easier for the classroom teacher to be of help in counselling 
the indiridual student. It is quite generally assumed that better 
guidance results when a core program is successfully put into 
practice. 

STumr Axo discussion 

1. Why is the classroom teacher important to the program of pupil* 
personnel services? 

2. What are some of the responsibilities of the classroom teacher 
for the pupil-personnel program? 

3. ^\'hat is meant by "knowing your students as Individuals?* 

4. Name the different types of tests and tell the uses of each type. 

5. a) Make a scattergram of a homeroom group in a secondary 

school or of a grade at the elementary school les'eL 
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b) Discuss the cases of llie ovcr-achicvers and the under- 
achievers with the teachers. 

c) Hand in a report which Includes information obtained in 
a) andb). 

6. Make a sociograin of tlie same group utilized In 5. Turn in the 
sociogram witli interpretations. 

7. \\^l.^t are the uses of a sociogram? 

8. Hand in a list of those occupations for which )'our m.ajor teach- 
ing field is essential and also desirable. 

9. How conld j-ou use Part IV of the Dictionary’ of Occupational 
Titles in a classroom situation? 

10. Develop orientation materials uliicli ^vonld be useful to students 
entering high school for the first time. 

11. Illustrate waj-s in which the tcaclier serves os a referral agent. 

12. \Vh.at Is a •‘problem case?" 
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prepared to grapple witli the insistent demands of the twentieth 
century. 

Signs of maladiustmcnt. Evidence from many sources in- 
dicates that the conventional higli school largely fails to meet 
the life-adjustment needs of society.’ Nor is such failure new. 
Twice in the past two centuries a new type of secondary school 
was developed to meet emergent needs, became the predomi- 
nant kind of secondary school, and then, failing to meet emerg- 
ing challenges of its own changing times, found itself sup- 
planted as a tjTie by a more vigorous successor (see chapter 7). 
Such was the fate of the old Latin grammar school and the 
academy. Tlie conventional high scliool of today could be the 
third casualty. This historic sequence is suggested in Figure A 
in Chapter 8. 

Progressive transformation to meet new social demands is 
any institution’s only alternative to decline, decay, and dis- 
appearance. Today there are clear indications that the high 
school as we ha%’e knosMt it is undergoing such transformation. 
It Is now developing, however slowly and reluctantly, into a 
new type-form: the community high school. 

The Co.xrMUNiTY Hioh School 

The community school movement, now well under^^Tiy, is 
the most significant development of oui generation in the field 
of education. Since the turn of the century our dominant pro- 
fessional interest, and increasingly our daily school practice, 
has mo%'ed from preoccupation witlj academic subject matter 
as preparation for college to one of concern for successful living 
through school and community education. We are more and 

^ For documentation consult Herbert Spencer, Educotim ( New York: Appl^ 
ton and Company, 1908); Homer P. Rainey otheir. How Fare American 
Youth? (New York; D Appleton Century, lOJT). Howard M. Bell, Youth Tell 
Their Story (Washington: American Council on Education. 19S8); Francis T. 
Spaulding, High School and Life (New York: McCraw-HiU, 1933), American 
Youth ConunissiOD of the American Council on Education, Wh^ the High 
School} Ought to Teach (WasMn^m: The Council, 194Q)-, Commission on 
life Adiustment Education for Youth. Ufa Adiuttment Education for Ecerg 
Youth (Washington: Superinteiident of Documents, 1948). All boola referred 
to in the chapter are listed is the labliography. 
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more a«’are that the high school mttst conscious?/, cont/nua??/, 
and directly relate its general education program to the basic 
processes and problems of living in its supporting communit)’, 
region, nation, and world. We agree tliat through extensive 
firsthand and vicarious experiences youth and adults alihe 
must attain realistic understanding of otu* evolving civilization, 
establish defensible value standards and consequent positive 
attitudes toward contemporary events, and develop effective 
personal skills in democratic group enterprise for the common 
good. We know that otherwise the conventional high school 
cannot avoid the indictmcot tliat as an institution it may go the 
way of its Latin grammar school and academy predecessors. 

\Miat, then, is the nature of the community high school now 
developing? How docs it differ from its immediate progenitor, 
the traditional high school? \Vhat are its purposes, program, 
procedures? In answer to these serious queries some seven 
characteristics of the community school are now presented, 
discussed, and briefly illustrated. 

Purpose — The Communilij School Seeks os Us Primary Pur- 
pose to Improve the QuaUtij of //union Living. 

Tlie schools in all types of community — rural, town, and large city 
— must address tliemselvcs to the task of improving the level of com- 
munity life in the areas which they serve.* 

If secondary' education is to serve our dy’namic civilization 
it must itself become dynamic; it must develop a new social- 
civic purpose as its central goal. Tins requires that our high 
schools find their fundamental orientation in the enduring 
life needs of the whole person xvitiun his own community — 
a community whose daily interrelationships extend throughout 
tlie region, nation, world. Tliis means that the basic function 
of the secondary school today is to help improve the qualify 
of human living in the area served by the school Because tlie 
school exists in the community, the people there should be 
better individuals, physically and emotionally healthy, tolerant 


^ Sclioofs for a New World (Washington: American Association of School 
Administrators, 1947), p. 220. 
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of those different from themselves, more competent workers, 
parents, and citizens. Inter-group relationships also should be 
improved as an immediate and direct result of the school’s 
efforts, resulting in more efficient government, better labor 
relations, and lessened racial, religious, and cultural tensions. 

a. Education -for better Uoing. The community school does 
not calmly assume, as did the traditional school of the past, 
that transmission of the western world’s cultural heritage along 
with some civic and vocational training is its chief concern. 
Neither does the community school make personality develop- 
ment through free expression of individual interests its major 
goal as did many of the "progressive” or “child-centered” schools 
of the 1920’s and the early 1930s. The vital significance of 
organized knowledge and of individual development is fully 
recognized by the emergent community high school (the best 
of both are integrated in its program), but primary emphasis 
always falls upon human needs as the major purpose. 

This is obviously in sharp contrast to the conventional high 
school’s continued devotion to subject matter learned in the 
name of “personal culture,” “individual success," or even "men- 
tal discipline.” Low standards of material and cultural living, 
mounting divorce and crime rates, the increasing extent of 
mental illness, crippling capital-labor struggles, dangerous inter- 
racial and inter-faith hostilities, growing international fears 
and conflicts — all such (actors point toward one inescapable 
truth: that the modem school’s ^sic and direct concern must 
be the education of better persons for better living in a better 
world. 

Bordertotvn 

Borderto\vn’s high school is different Through the years, slowly 
but steadily, its real function in the community was cluinged from 
that of college preparation for a few to that of life-preparation for all. 
Today nearly 40 per cent of its graduates do enter college, in contrast 
to less than 20 per cent in 1940, and nearly all of them make accept- 
able or superior college recctrds. The other graduates who seek em- 
ployment and an immediate adult role in community life find them- 
selves far better equipped for those responsibilities than most parents 
in Bordertown had thought possible even a decade ago. 
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Ever}’ course iu the curriculum, every unit in e\'ery course, every 
extracunicular activity is rexiewed each year by an evaluation com- 
mittee of students, teachers, supervisors, administrators, and repre- 
sentative lay people. This review process is designed to appraise the 
sclioors offerings in tenns of one fundamental query: "What learn- 
ings must people develop to improve their own qiiahty of liWng and 
that of Bordertown generaUy?" 

Improved health. Awareness of the community’s resources 
for safeguarding and improving health is accepted as one such 
essential learning. All high school students therefore visit and 
study local health agencies, hear expert speakers on commtmity 
heallli problems and neetls, survey health conditions in Border- 
town, and cany fonvard town and county health improx'ement 
projects such as mosquito control, smoke abatement, nutrition 
demonstrations, well-baby clinics, blood-typing, and tlie liJce. 
Bordcrlown’s high school students arc not merely reading and 
talking about pcrson.il health, they are also doing sometliing 
significant to improve both their oxvn and their community’s 
health -- and in that doing tliey arc really learning. Similar 
activities operate to meet vital life needs in such fields as family 
living, work competence, race prejudice, and intelligent buy- 
ing. In Bordertown High School the actual test of every learn- 
ing activity is not its ancestry or prestige, it is solely its demon- 
strable contribution to more effective living conceived in 
broadly spiritual, cultural, ethical, and material terms.* 

CommiiiuVi/ resources — The Community School Utilizes the 
Community as a Laboratory for Learning through Living. 

The community should be freely used as a laboratory for suitable 
pupil experiences under school siiperx'ision.' 

Schooling cannot be realistic if it is confined to the four xvalls 
of the classroom, library, shop, or laboratory. If young people 
are to develop understandings, concerns, and skills essential to 

* Schools to Improve the quality of Ihing we descriHcd {n Paul Hanna and 

research staff, Votith Servn the Communltv: WtUiam K. MeCliSren, Selected 
Cooaw.wa«^ Ptogfamt fa. the Sdut&t Cfan M. Okoo. Kotistia Q. 

Fletcher, Leam and Lice; and Samuel Everett (editor). The Communllij School. 

♦ Proposals for Puhllc Education in Posttcar America (Washington; National 
Education Association, 1044), p. S. 
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the improvement of living they must have adequate opportunit)' 
for leaming about living throu^ extensive firsthandj problem- 
solving experiences with the significant realities of their phy- 
sical, biological, and social environment. 

Books and visual materials are highly important, but they 
alone are not sufficient to acquaint students with the processes 
and the problems of group living. That is why tlie community 
school builds "bridges" between school and community — two- 
way bridges on which students and adults alike study and ser\’e 
the community by bringing the community into the school, and 
by taking the school into the community. Through well-planned 
study of local records, field trips, surveys, interviews, civic 
service projects, work experiences, school camping, extended 
field studies, and other such avenues of experience young 
people come to know their community and their region, nation, 
world. Factories and farms, museums and social agencies, 
union meetings and city council sessions — these os well as 
books, films, recordings, and the like are the raw materials out 
of which the communit)- school program is built. 

“Direct experience. Thus, youths experience at firsthand the 
basic characteristics of modem society as epitomized in their 
own communities. They see for themselves how industries, 
courts, welfare agencies, and government offices operate. They 
talk with informed adults about job requirements, recreational 
needs, sex concerns, and youth problems generally. They work 
with adults on civic projects to improve community health, 
safety, beauty, culture, and citizenship. They use their com- 
munity' as a living laboratory for effective, challenging learning. 

Midland 

The biology, industrial arts, and vocational agriculture teachers 
in Midland have conducted occasional field trips for many years. 
Three years ago, hmvever, the faculty as a whole made a comprehen- 
sive community survey to discover all local resources that could be 
of educational value. Findings were recorded on standardized cards 
and placed in a master file. From these cards a directory called 
Midland's Resources were compQed and given to e%’ery teacher. 
Then administrative arrangements were made whereby all com- 
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munity experiences sought by the school are cleared by one central 
person. This community survey, director}', and clearing house makes 
it nearly as easy for Midland teachers to locate and schedule a class 
speaker, group interview, field trip, or other community learning 
experience as to secure a book from the library. 

ConimuniUj resources. Within a year, teachers in Midbnd 
•were making extensive me of MidlamTs Resources. When the 
matlrematics class studies surveying the county surveyor comes 
to the school, explains his instruments and procedure, and takes 
the group Nvith liis crew to see tlie “why and how” of his work. 
Home-making teachers take their students to various markets 
to acquaint them with problems and techniques of economical 
purchasing. Foreign language teachers bring foreign-bom 
residents to talk to classes about life in other countries. Many 
townspeople who have traveled abroad share their impressions 
>vith social studies classes. When the civics class studies the 
several types of city government, tluee members of the group 
interview Midland’s city manager and report upon his work. 
A school camp gives members of the junior class two weeks 
work experience as they stock a stream until hatchery trout, 
begin to control erosion by planting seedling trees, and re- 
forest burned-over mountain areas. 

This year Midland High School secured 84 speakers, con- 
ducted 116 field trips, arranged 2(M student interviews with 
local and insiting adults, carried on 9 diflercnt community im- 
provement projects, and %vith its school camp proved how well 
Midland and its region could be used as a laboratory for eSec- 
tlve learning.* 

Communily center— The CDnimnni7i/ Sdiool Makes the School 
Plant a Community Center. 

Sound educational policy requires that public school properties be 
opened to public use outside of scliool hours, subject to such regula- 
tion ns will safeguard tlie public interest* 

B Techniques and case studies of comiminitjr resource use arc presented in 
Edward G. Olsen and otliers. School and Communlii/. and in Edward C. Olsen 
( editor and compiler) School end CommtmUff Prograim. 

* Social Scrcica and the Schools (Washington: Educational Policies Coto- 
inisskm. The National Education Assoriatum, 1939). p. Cl. 
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The community school is open for hiisincss 16 hours ever)' 
weekday throughout the entire year. Its pl.nnt has been designed 
and constructed as an educational center to sen'o the manifold 
needs of adults as well as those of youth who are “in school.” 
Such needs can never be met by a school whose doors are open 
only from 8 »intil 4 o’clock, Monday through Friday, September 
until June. The community school is a used school — used by 
adults as well as by adolescents, used evenings and da>’times, 
used summers and winters. It is the school of all the people, 
designed and used by them according to their needs. 

Facilities needed. This school provides comfortable, home- 
like rooms and facilities where people can come together in 
informal neighborly fashion to study, work, and play. Tlie 
school and its grounds are adequately lighted for evening use. 
Healing plant controls permit the heating of individual rooms 
Or wings alone. Folding seals are plentiful, as is storage space 
for adults’ materials and equipment. Parking space near the 
building is adequate and is lighted at night. Custodial care 
and maintenance are available whenever required. 

Edgeton 

In this small communit>' the high school building is ablaze with 
light six and often seven nights a week. Adult meetings and other 
activities must often be scheduled weeks in advance, so great is the 
demand for public use of the school's fine facilities. 

One night the auditorium was filled for a town meeting to hear a 
debate between opposing candidates for the county commissioner- 
ship. The following evening a traveling college glee club presented 
a concert, and the next night 60 farmers gathered to discuss the 
formation of a soil conservation district. Two nights a week the 
school shops are reserved for the farm people. There, with the help 
of the vocational agriculture teacher, they repair machinery and 
plan crop rotation. Meanwhile their wives gather in the school 
kitchen to try out new recipes and advanced methods of cooking, 
canning, and preserving foods. 

The science laboratories are used by a local adult science club, and 
the equipment in the extensive photographic laboratory is at the dis- 
posal of the town’s camera duh. In the Little Theater a group 
rehearses for a community play. The music rooms provide rehearsal 
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space for an adult chorus and for an amateur orchestra. Small groups 
in other rooms work at ceramics, oil painting, leather tooling, and 
similar crafts. The gymnasium, swimming pool, outdoor sports fields, 
and indoor social room for dancing are all used by community 
groups. Church groups often meet in the building on Sunday eve- 
nings. Other organizations which have met in the Edgeton High 
School this year include the Parent-Teachers Association, the 4-11 
Club. Future Fanners of America, Veterans of Foreign Wars, Boy 
Scouts, Chamber of Commerce, Toastmasters Club, Red Cross, 
Artificial Breeders Association, Baby Clinic, and the County Health 
Council.^ 

Curriculum — The Community School Organizes the Curricu- 
lum around the Fundamental Processes and Problems of Living. 

Education must be conceived as broadly as life itself, as broadly 
as democracy itself. The curriculum will be focused upon the culture 
— its values, its conflicts, and its potentialities.* 

The curriculum of the commuoit}' school is focused upon 
basic individual needs in their relation to the culture’s values, 
processes, problems, and possibilities. It deals directly with 
tile person in his total environment. That environment includes 
his home, family relationships, activities, occupations, ideals, 
and values. It includes also his physical and social community 
in its interrelationships ^vith the larger region, nation, world — 
its fields of art, music. literature, religion, science, and the like; 
its social trends and tensions, its pressures, taboos, and attrac- 
tions. 

Basic learnings. The community school centers its experience 
cunlculum in the processes and problems of human living, not 
in departmentalized subject fields as is done in the conven- 
tional high school. Believing that individual and group living 
is best improved by realistic study of basic processes and direct 
attack upon pressing problems, the curriculum is organized 
directly around such persisting processes and related problems 
of human living as using the natural environment, appreciating 

^ Tlie school as a community center b discussed by N. I. Engelhardt and 
M. L. Engcihardt, Jr. In their Planning the Communitij Sc/iocJ. Some program 
pORiblLtii^ (d such » tenter are indicated in Edward C, Olsen (editor and 
compiler). School end Communll^ Programt, chapter 1. 

• Tovnrd a f^ew Curriculutn (Washington: Department of Supervision and 
Curriculum Des elopment, National EdacatiGn Association, IWi), pp. 180-181. 
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the past, adjusting to people, communicating ideas, making a 
living, sharing in citizenship, maintaining health, improving 
family living, securing education, meeting religous needs, en- 
joying beauty, engaging in recreation and so on. Each of these 
persisting processes is a major activity in every community 
today, just as it has always been tliroughout the history of 
man. These social processes, furthermore, are also fundamental 
activities of contemporary man in Iiis regional, national, and 
worldwide relationships. Community school students thus in- 
vestigate both tlie normal processes and the emergent problems 
of living for the past as well as the present, and for their own 
community in its cver-wdening human relationships. Such a 
curriculum thus organizes for serious study both the warp and 
the woof of human relationships past and present. 

Center City 

Freshmen students in Center City High School concentrate on the 
study of life in their own community. Beginning by systematically 
surveying Center City's population, health, occupations, recreational 
needs, and the like, they then seek out liistorical origins and develop- 
ments to relate the community's past with its present and probable 
future. Identifying major trends, social needs, and resources for im- 
provement, students cooperatively investigate and contribute to 
community safety, beauty, conservation, health, culture, and leader- 
ship through planned learoing projects. Such extended activities do 
not involve class scheduling problems since the entire afternoon of 
every school day is devoted to this “core" program. Mornings are 
reserved for the more conventional subjects required for college 
entrance or for specific industrial, commercial, agricultural, or home- 
maldng preparation. 

In the sophomore year the same pattern prevails, except that the 
learning sphere widens from the local community to include the en- 
tire geographic region. Direct learning through surveys, trips, and 
service projects is now considerably curtailed, though all sophomores 
are eligible for a 2500'mile, three-week study tour in school busses 
reserved for field study use. On this Tong trip” the students with 
their teachers visit and study the region's historical sites, literary 
centers, scenic locations, farm lands, typical industries, government 
offices, and geographic and population characteristics. Constant 
comparison is made between Center City’s social processes and 
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problems analyzed last year and those of the larger region. Resource 
speakers, motion pictures, and regional reports are extensively used 
throughout the year to help the students become thoroughly ac- 
quainted with the area in which most of them will continue to live, 
work, and be active citizens. 

Similar comparati\'e studies on national and world levels are 
carried out during the succeeding tvi-o years. Throughout th?i; “core 
curriculum” program the interrelationships between past and pres- 
ent, between process and problem, and between immediate locality 
and wider areas are stressed. Emphasis is upon realistic understand- 
ing of social processes combined with an intelligent, cooperative 
attack upon problems.* 

Lay participation — The Commttniti/ School Includes Lay 
People in School Policy and Progrom Planning. 

Lay participation in educational pbnning represents one of the 
most eSectivc means of improving educational policy and lay under- 
standing.*® 

If someone is expected to support a program, he must share 
the personal satisfaction involved in the development of that 
program's purposes, direction, and evaluation. This is the first 
principle of successful public relations, and it Is one reason why 
the community school includes representative lay people as 
well as students, parents, and the professional staff in all of its 
basic program planning. A second reason, even more important 
in the long view, is that such school-community interacb'on on 
the planning le\‘el results in school programs actually better 
than those designed solely by the school. As the Metropolitan 
School Study Council has found. 

Whenever schools have drawn the public into processes of plan- 
ning, policy formulation, discovery of objectives, and methods to 
meet those objectives, such schools have been superior to what 
oflierwise might have been expected.** 


* Discussions of currlculuin programs and probelms will be found in Ihc Edu- 
cttioiMi Policies Commission, Edacahon for Alt Ametican Youlh, Hirold Spears. 
The High Schixd for Todaij, and IIoUu L. Caswell and Associates. Curriculum 
Improennent in Public School Sgslena. 

PaMic Action for FmterliJ ScJmtt fHew HeA.; 5cJm»J Stsdy 

Council, Bureau of PubbcflCions, Teacbos CoUese, Columbia Universit)', 1949), 

p. £2. 

Public Action for Potccrfal School* (Nnr York. Bureau of Puhlicatioa*, 
Teaclieis College, Columbia Univeisity, 1949). p 60. 
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Cooperative action. The community school is thus a com- 
munity-wide enterprise. The community as a whole, not merely 
the Board of Education and the Parent-Teacher Association, 
feels that it has a stake in its school and shares responsibility 
for the school's success or failure. This feeling is both the effect 
and the cause of sustained lay participation in school policy 
planning. For lay adults as well as for students, such participa- 
tion is an educative experience and this very experience is the 
best assurance of their continued interest and support. In the 
community school, its policies and broad program are co- 
operatively planned by civic, business, farm, labor, and pro- 
fessional leaders, by representatives from schools, churches, 
government, welfare, recreational, and other agencies, and 
sometimes even by political bosses, tavern keepers, and dance 
hall operators who, since they influence youth, should not 
necessarily be ignored when youth education is being planned. 

The community school seeks to improve the quality of com- 
munity living not only on the part of youth but also by all 
adults. This it does in part by enlisting both youth and adults 
in broad, continuous planning of fundamental school policy. 

Cosmopolis 

Cosmopolis, a fast-growing residential suburb of a large city, is 
still an independent school district. Under its school superintendent s 
vigorous leadership, most of the professional staff have taken part 
in a comprehensive child study and community study program 
during the past several years. Last year the school directors au- 
thorized a “Long-range Srdiool Pla nnin g Project" which soon sought 
and secured the active participation of over 400 lay citizens and 
nearly all members of the professional staff. The purpose was to 
focus both school and lay judgment upon such fundamental school- 
community problems as choice of sites for future school buildings, 
finance, improvement of the cuniculum, and the need for an exten- 
sive recreation program. 

A planning coordinator was first brought in and made a member 
of the professional staff. The services of a community school con- 
sultant were also secured from the state university. After appropriate 
publicity through the local press, radio, service dubs and other 
organizations, a questionnaire snrv'ey of public opinion concerning 
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the school system’s program was made. By means of a simple check 
list, all residents of the community were asked to say what they liked 
and what they disliked about the job the scliools were doing, what 
they thought were tlie most important problems facing the schools, 
and their opinions about the curricular and extracurricular offerings. 
Nearly 2,300 returns were received. A summary of these were made 
by the coordinator and presented first to teachers’ meetings and then 
to o\'er 30 lay organizations in the community. It was generally 
apparent that most residents vrere not really aware of the school’s 
chief problems, but were eager to learn about them and to cooperate 
toward their solution, Most people were already friendly to the 
scliool. 

’The next step was to develop six working committees composed 
about equally of law and professional people. This was done by 
bsting the six major problem areas and asking each interested Jay 
organization to designate six of its members to serve on these six 
committees. ‘The teachers had their own choice of committee assign- 
ments, and none was pressured into joining any of them 

Each committee chose its own chairman. Four committees selected 
lay persons; tiv-o designated teachers. Eacli committee sitb-divided 
its area of effort and organized sub-committees accordingly. Over a 
period of nearly a year, most of them held regular meetings to 
secure, interpret, and evaluate the community’s educational plant, 
facilities, and program in terms of its long-range needs and desires. 
Arguments were sometimes loud and even bitter, but harmony of 
judgment developed as the project progressed. Tlie final conclusions 
and recommendations of each committee w-ere widely publicized 
and then handed to the school directors. Tliose gentlemen ofRdally 
expressed their thanks for this community effort, and shortly after- 
ward announced a Long-range Plan for Educational Dev’clopment in 
Cosmopolis, based substantially upon tlw recommendations re- 
cei\ed.» 

Community coordination — The Commum'fy School Leads in 
Community Coordination. 

The community council appears to be the evolving pattern for 
securing coordinated effort among organizations engaged in provid- 
ing specialized services for childi^ and )X)ufh.*® 

1*F<:» furlher itisciivsion of lay partidpation sec Helen Sloren, Laj/mcn Help 
P/an the CurrlaJiim^ and llic Metropolitan Softool Study Conneik Fublie Aciton 
for FoKCrfid Schooh. U«cfill material* n»ay be secured from the NatienaJ 
Citizens' Commission for the Public Schools, 2 West 4311i Street. New Toric City. 

IV American Eiluealion In the Tostaar Period, (Qiicago. National Society for 
the Study of Education, University of Chic«so Press, 1W5) Part II. pp. 203.0-t. 
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Modem programs of education are built around the simple 
idea that the child is a whole being who is educated by his 
total experience — out of s<d)Ool as well as in it. The common- 
place statement that “John Jones finished his education in 
1940” is ob\’iously absurd, implying as it does that Jones has 
learned nothing since then. 

Equally evident is the fact that every experience of life edu- 
cates the individual in some way. Broadly considered, movies 
and churches, homes and bowling alleys, comic books and 
automobiles, YMCAs and poolrooms, radios, newspapers, and 
school are all educative influences. Each one, through its par- 
ticular impact upon the daily lives of many persons, shares in 
determining their values and standards, ideals and viewpoints, 
attitudes and outlooks. People always leam what they live, 
what they accept to act upon, what fits in with, but goes be- 
yond, their previous experience. The educative process can 
therefore never be confined to the school, or concentrated within 
school walls. 

Role of the school. The school is society’s chief formal agency 
for the education of children, youths, and adults, ^^^lat, then, 
is its special responsibility as one among other educative 
agencies in the community? The answer is clear: the school’s 
proper role r\'ithin the total educative process is both residual 
and coordinative. In its residual role it is obligated to teach 
all those ideas, skills, appreciations, abilities, attitudes, and 
ideals which are essentia] to effective living and which are not 
actually acquired through non-school channels. In its co- 
ordinative role the school vvill lead other community agencies 
to develop planned, cooperative programs for the more effectb'e 
and economical education and welfare of all people. 

This implies that the community school will neither duplicate 
the desirable educational offerings generally available through 
other community agencies nor fail to utilize them to the fullest 
extent tioitragh leadeisViip to coordinated commnnit)' programs. 
It is abundantly clear that effective education for our times re- 
quires continuous and cooperative planning on the part of 
homes, churches, welfare agencies, service clubs, professional 
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groups, business associations, labor unions, \'eterans groups, 
Avomen’s clubs, and schools. 

Community councils. In recent years tlie community co- 
ordinating council has been invented as an organizational de- 
vice to make permanently possible the values inherent in con- 
tinuous cooperation among organized commimity groups in- 
cluding the school. Community councils take various forms 
and names, but certain common characteristics are usually 
apparent: (a) Purpose: cooperative improvement of com- 
munity welfare; (b) Function: advisory and planning, not 
administrative; (c) Membership: representatives from many 
community organizations as well as some interested individuals; 

( d ) A/o/or Program Emphasis: health, safety, education, recrea- 
tion, employment, guidance. 

Reducing racial, religious and national tensions, providing 
adequate recreational facilities and guided work experiences 
for young people, forestalling juvenile deliogueocy, improving 
standards of living, raising cultural levels — these are all edu- 
cational problems which neither the school nor any other 
agency working alone can ever hope to solve. In many com- 
munities, however, startling success has been achieved when 
education is conceived as guided experience in better living, 
when tlie whole community’s responsibility for providing that 
experience is widely recognized, and when school and other 
community agencies really coordinate their eflorts. 

Vergeville 

In Vergeville, 54 social and civic organizations exist, each working 
in its own way toward community improvement. Until recently 
these groups worked independently of each other, and many of them 
accomplished little. Two years ago, for example, one of the service 
clubs made a recreation survey. Its findings and recommendations 
were important, but they were not utilized because there was no 
channel for bringing them to the official attention of the many other 
community groups which might have helped to put them into prac- 
tice. Seeing the need, the sAoal prlacipa} suggested the 
formation of a coordinating council as a practical device whereby the 
organizations might work together in those activities in which there 
was common interest and concern. 
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Nearly all of the 54 organizations sent ^epresentati^■es to form such 
a councO. They chose seven members to act as a steering committee 
for the council, with the towms major as honorary chairman and the 
school principal as executive secretar)'. Through free discussion the 
council de% eloped a list of important problems facing the com- 
munity and then organize itself into small working committees to 
study these problems and recommend constructive action upon 
them. 

Community-wde action to meet the recreational needs was the 
first project recommended by its study committee to the full council. 
Drawing upon the ser\'ice club report, the committee urged specific 
action in terms of facilities, leadership, and financial support. 
Lengthy and sometimes heated discussion followed, but final agree- 
ment was reached and presented to the constitutent organizations 
composing the council and also to others who had not joined it 
Nearly all gave full consideration and sanction to the proposed 
plan, and agreed to accept their indicated responsibilities for carry- 
ing it foi^s'ard. Within four months the recreation plan was in actual 
operation,- and was widely approved throughout the community. 
From idea to operation the recreation project was enthusiastically 
supported by the Verge\ille High School student bod)', a charter 
member of the coordinating councfl and, through its two official 
representati%es, an active participant throughout. 
Democraaj—Thc Community School Practices and Promotes 
Democracy in All Human Relationships. 

Members of a democratic society need to know how to cony' on 
cooperative group actixity, to give and take, to make choices, and to 
come out with solutions that represent the best thinking of the 
group.” 

Democracy is more than a sj'stem of government, necessary’ 
as democratic government is to human liberty’. Democracy’ is 
more than a pattern of ways for group lixing, essential as 
democratic relationships are to individual dignity and oppor- 
tunity. Democracy’ is above all a dynamic social faith in 
ability of enlightened people to manage their own affairs with 
justice and with intelligence. Self-government and equality’ of 

n Coordinatmg couoa] activities and technique? are described in Jean 
Jess Ogden. SmaT? Cormnunifiea in Action; Arthur HiOmaa, Community Ot' 
ganizatim and Planning; Clarri)ceTCin& Ofganisng for Community Action; and 
Edward C. Olsen and others. School end Community, chapter 19. 

Totcard Better Teaching (Waslniigton: Association for Supervision sod 
Cunicolum Development, Natfcmal Educataon AssociaBon, 1949), p. 6. 
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opportunity for the individual are practical expressions of this 
heroic democratic faith achieved through the struggles of many 
peoples over many centuries. 

Hallmarks of deniocroci/. Respect for the worth of the in- 
dividual person regardless of race, nationality, religion, or 
sodal status; belief that tlie human mind can be trusted if it is 
free; confidence in the methods of cooperation, tolerance, and 
peace; individual and group practice of these beliefs — these are 
the hallmarks of tnie democracy. For democracy is not some- 
thing "out there”; it is the %vay people act in relationship with 
one another. As the Educational Policies Commission has said: 

Democracy exists only in the patterns of behavior, feeling, and 
thought of a people. Let these patterns be destroyed and democracy 
Itself is destroy^. And tliey will be destroyed if they are not ac- 
quired anew by each generation, acquired by the complicated 
process of leaching and learning.** 

Tliat is why democracy depends for its very e.tistence upon 
enlightened social education of all the people. That is precisely 
wliy the community high school practices end promotes democ- 
racy Uiroughout its own organization and program as well as in 
the life of the larger community. 

The democratic school. Tlie community school emphasizes 
In many ways the real meaning of democracy — its values and 
ideals, its foundations, history, advances and obstacles, its 
manifold complexities and its glorious promise. But this school 
goes beyond information about democracy’ and even beyond 
attitudes of loyally toward democracy. Stressing tliese at all 
times, it provides abo ever-widening personal experience in 
positive social action for democracy. This school and its com- 
munity is therefore a living social lalroratorj’ in which young 
people study democracy as both gail and process, and where 
lliey continuously learn the specific skills of effective democratic 
participation and leadership. 

Tlib tliey do as under guidance they gain experience in 
identifying community needs and problems, analyzing issues 

Eifucotlan of Frrc in Amtricm Ofmoctaov (Waihlngton: National 
Kduntlon Aitocialion. IWl), p. 49. 
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clearly, planning best probable solutions, choosing leaders, 
organizing working committees for research and reporting, 
evaluating recommendations received, carrying out plans made, 
appraising results responsibly. Frank discussion, respect for 
differences of opinion, imaginative planning, zealous effort, 
sober judgment and further discussion and planning — these are 
primary elements of the democratic process, and these are the 
firsthand experiences in group activity shared by all students 
in the community school. Ever alert to violations of democracy s 
principles in school and in community life, these young citizens 
build the democratic faith and process into their daily patterns 
of behavior — the only reservoir in which democracy can be 
contained. Thus they lay deep in their o\vn character the 
foundations for a better community today and, with it, a better 
\vorId tomorrow. 


Capitol City 

American Problems is a one>year senior social studies course in 
Capitol City High School. Current news of federal investigations 
into municipal graft conditions sparked a student interest that led 
the class into a study of local government. Background research 
included studies of boss rule in various cities, reports of previous 
official investigations and unofficial disdosures, and detaOed analysis 
of the current federal exposures. Alert to possible relationships 
between ward politics and municipal graft, the students then looked 
into the council-manager form of city government in contrast to the 
mayor-council plan. Then, by small committees, they interviewed 
the police chief, the newspaper editor, veteran newspaper reporters, 
clergymen and welfare workers, business and labor leaders, and 
political scientists to ask their opinions about the relative merits of 
the two plans for city government. 

A majority of the class became convinced that their own com- 
munity needed the council-manager plan. Could they help get it? 
Maybel So they went on to learn the steps legally required to sub- 
mit such a proposal to the citizens. They consult^ an attorney and 
enlisted students in other classes to help with a campaign to secure 
the needed voters’ signatures. The augmented group then organized 
a central steering committee, a publidty committee, and a corps of 
petition-circulators who mapped the ci^ and in every district rang 
doorbells and explained their plan as they asked for signatures on 
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9. Do you think the conventional high school will decline in im- 
portance unless it becomes a community type of school? ^Vfay 
or why not? What are the reasons for the position you take? 

10. Are teachers today prepared to work in the kind of sdsool 
described in this chapter? If not, what needs to be done? Can 
you suggest some kind of teacher-education experiences which 
might be developed to further improved teaching? 

&IOTIOK PICTURES 

And So They Live. 25 min.. New York University Film Service, 1940. 
Presents a dramatic^ documentary record of home, school, and 
community in a section of the rural South. It shows the struggle 
to live in a region where the soil is depleted, where the school 
curriculum is far removed from the needs of the people. 

Campus Frontiers. Color, 28 min.. Association Films, 1942. The 
work-study program at Antioch College, showing how fob ex- 
perience in^gorates classroom study and promotes good citizen- 
ship. 

C/ii?dren Jlfost Learn. 13 min., Ne%v York Uni\-ersity Film Service, 
1940. Life of a poor family in the rural South trying to subsist 
on a poor soil is graphically portrayed. Suggests the part the 
school has played in die lives of such people and points the way 
to a school curriculum that deals with the problems of living. 

Community Resources fn Teaching. 20 min., Iowa State University, 
1930. Shows haw the communify and its resources, and the 
school and its functions, can be woven together into a “pattern 
of education by bringing the students into the community, by 
using its resources as laboratory studies, and by inviting the 
community into the school as lecturers and demonstrators. 

Fig/it for Better Schools. 19 min.. March of Time Fonun Films, 1949. 
Sho\vs in detail hmv the citizens of Arlington County, Virginia, 
brought about the complete reorganization of their school ad- 
ministration and facilities, and briefly how other groups are 
taking up the fight 

Field Trip. Color, 10 min., Virginia Department of Education and 
Norfolk County Schools. Shm^ how a junior high school 
biology class plans, conducts and follows up an excursion into 
Dismal Swamp. Objectives, preliminary reading, committee 
activities, student reporting, discovery of new problems and 
many suggestions for all types of trips are stressed. 

Lamhertcille Story. 20 min.. Teaching Film Custodians, 1949. The 
story of a constructive community activity to establish a Satur- 
day night teen-age recreation center. A motor accident involv- 
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ing adolescents shocks llie citizens into a realization of their 
responsibility to pro\-ide wholesome activities. 

Learning Demociactj Thru School-CommunxUj Proiccts. B-W or 
color, 20 min., Locke Films, 1947. Elementary and high sdiool 
students participate in school councils, a rural field day, safety 
patrols, clean-up campaign, vocational guidance conference. 
Bed Cross wort, the parent-tcacher-student organization, a 
community council meeting and a youth center. 

Learning Through Cooperatice P/antiing. 20 min., Tcacliers College, 
Columbia University, Bureau of PubJ/caf ions, 2945. A project 
of concern and interest to childreri and the community is skill- 
fully exploited to provide real experience in planning coopera- 
tively. The e.xamples of democratic guidance given these boys 
and girls os they solve their problems will be especially illumi- 
nating to all who seek more effective ways of working with 
children. 

Lessons in Living. 22 min., Brandon, 1945. Shows how a school 
project revitalized a community by giving the children a part in 
community life. Tlie community of Lantzville, Dntisb Columbia, 
a cross-section of nationalities and industrial groups — farmers, 
fisfaermeo, lumbermen, and railroad workers — bad a dispirited 
public school. The school and community changed and this film 
is the story of their transformation. Tlie participation of chil- 
dren and parents in changing the school environments and in 
finding w.iys to open up recreational activities in the community 
is outstanding. 

LMitg and Learning ftj a Rural School. 10 min., New York Uni- 
versity Film Service. Tins film shows what can be done in com- 
munity study with rcsonrccful pl.inning. Community resources 
contribute greatly to a cturiculnm project on Indian life. 

Litlng in a Mdrapalis. 20 min.. United World Films, uinhted. The 
giant city of New York has been selected as the subject of this 
film. Nowhere else could boj-s and girls better leam about just 
wliat constitutes a metropolis. Tlie portra)^! of the fact that in 
New York City millions of people of different cultural and racial 
backgrounds live togcllicr In peace, all eventually liecoming 
Americans. m.akcs this an engrossing film story. 

ilakcWaijforyoirih, 22 min.. Associated Films, 1947. llowaj'niith 
coiiucil and rpcre.itional committee combat "invisible forces’* of 
bate, prejudice, and mistimlerstanding in a tvpical community. 
Dram.ilizes all pluses of the tiroblem, including the organiza- 
tion of the council. 

AVar Home. 25 min., International Film Bureau, 1910. A British 
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class and teacher study the community in whidi they live. In 
the study of the community the pupils, and the part pla>'ed by 
the teacher, can be obseiv-ed in a learning process that taV:cs 
advantage of an inherent interest in things near by and ap- 
proaches the learning process as problem sohing. 

Tlaytown, U.S.A. 23 min.. Association Films, 1946. Designed to 
preside civic, patriotii^ service, religious, social, and other 
groups with the “why” and “how” of community organization 
for a year-round, all-age recreation program. This shows bow a 
community can provide an adequate all-age recreation program 
if a few citizens want it. 

Pop Rings the Bell. 23 min.. National School Service, 1944. A 
dramatized story of a typical school which is meeting the new 
demands on educatiotL School tares are shown to be an invest- 
, ment, not a burden. 

Schoolhouse in the Red. Color, 42 min., Agrafilms, 1948. Deals with 
the sociological and psychological factors involved when sm^ 
communities face up to the problem of joining their school dis- 
tricts onto a larger unit 

School in CentCTcille. B-W or color, 20 min., 1950. Shows how edu- 
cation in rural schools can be geared to the problems of learning 
to live in the community. Seventh grade classes are seen in 
action at a model school in rural Virginia. Students are at wort 
on projects which relate both to their need for knowledge and 
to 4e future roles they will take in the community. The three 
Rs are not neglected but are integrated into meaningful study 
and activity. 

School That Learned to Eat. Color, 22 min.. General Mills, 1943- 
Tells the story of a school that learned to eat by working and 
playing together. Illustrates preplanning activities of faculty' 
and community workers; mobilization of community resources; 
close cooperation between borne and school; classroom activities. 
Shows how a school-community program brought about im- 
provement in conditions that lead to better health and nutrition. 

School Time in Camp. Color, 18 min.. Life Camps, 1947. Two 
groups of children are taken to camp for a three-week period 
during the regular school term. 

U.S. Community and Us Citizens. 20 min.. United World Filnw. 
1945. Portrays a community survey made by school children m 
Milford, Connecticut. Shows the actual fmetioning of com- 
munity life and services. 

We Plan Together. 20 min.. Teachers College, Columbia Univ'ersityV 
Bureau of Publications, ld4S. The entrance of a new boy into a 
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high school “core" class an opportunity to illustrate how 
the class functions, how x-arious fields of Interest and subject 
matter are integrated into the group octixity, and how the needs 
and abilities of the individuals are recogniz^ and dexcloped. 

Wifjon Dam School. 25 min^ Tennessee Valley Authority, 19-12. 
Shows n school designed to take care of the needs of children 
in the elementary school. TIkj eipcriences of children, the 
democratic planning together of teachers and children, nn<l the 
use of the community as a laboratory’ of learning help point 
the way for the enrichment of programs in our elementary 
schools. 
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The Meaning of Evaluation 


Paul E. Kambly 


Evaluation U that phase the teaching process in which tlie 
emphasis is on determining what happens to students as a 
result of tlieir school experiences. The name evaluation for 
this phase of teaching has replaced the older terms testing, 
measurement, or appraisal largely because of a trend in public 
School teaching to focus attention on the whole child and bis 
behavior rather than on whether he has done his assigned work. 

Tlie nature of any evaluation program is determined by the 
educational objectives of the teachers in a school. Traditional 
assign-study-recite teachers are usually satisfied simply to 
measure student gro^vth in tlie acquisition of knowledge and 
skills. The furtlier teachers deviate from assign-study-recite in 
the direction of e-xperience unit teaching with emphasis on the 
whole cliild and bis behavior the greater the need for a broad 
program of evaluation. Measuring grou-th in knowledges and 
skilb becomes a less important part of determining student 
gro«ih. 

Evaluation differs. In those areas of instruction such as 
matliematics, language, and athletics where teachers and stu- 
dents concentrate upon learning information and skills, evalua- 
tion is less complicated than in other areas. Social studies, 
347 
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English, music, art, and science teachers have a more difficult 
program of evaluation because of objectives that involve in- 
terests, attitudes, appreciations, aptitudes, understandings, and 
other less tangible phases of human behavior. 

This difference in the jiroblems of evaluation can be made 
more concrete by considering the plight of a football coach v?ho 
^vorks hour after hour in an effort to help his squad learn the 
fundamentals and refinements of football. His efforts are un- 
doubtedly motivated, to a very large extent, b>’ the fact that 
he knows his team is soon to be evaluated by hundreds or per- 
haps thousands of specators who watch his players compete in 
a game. Most spectators know when a team has been well 
coached and condemn a coach who fails to produce a smooth 
and well-coordinated team. This condemnation may result in 
the firing of the coach. 

An American histor)’ teacher on the same school faculty with 
this coach may work just as long and hard in his efforts to help 
his students appreciate and vmdersland what has happened in 
tbe past and the infiuence of these e^'ents on the present He 
may be very successful In his efforts or he may be a dismal 
failure. In either case he is in little danger of losing his job as 
a history teacher because no one really knom what happens to 
his students as a result of his teaching. This chapter is con- 
cerned with this problem of e\'aIuatioa in specialize areas, as 
well as e\'aluating the progress of all students as a result of tbe 
total school program. 

Foub Reasons fob Evaluation 

There are at least four purposes of evaluation that are im- 
portant to everyone inleresled in public schools. Listed in the 
approximate order of their importance they are: 

(a) to determine the degree of attainment of the objectives 
of education. 

(b) to pio\ide a sound basis for good public relations. 

(c) to furnish data about students that can be used in 
guidance. 

(d) to prowde a basis for matkmg and reporting to parents. 
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Classroom teachers are expected to evaluate student growth 
in terms of the broad objecth-es of education as well as in terms 
of the objectives of Uie areas in whicli they are teaching. The 
nature of tliis responsibOity can best be illustrated by an ac- 
cepted list of objectives for a subject matter area. 

Types of ahjectives for science teaching. Most experienced 
science teachers would agree that the objectives in the follow- 
ing list * indicate tlie tj'pe of student growth desired by modem 
schools. 

A. Functional infoTmation or facts about such matters as: 

1. Our universe — earth, sun, moon, stars, weather, and climate. 

2. Living things — plants and animals. 

3. The human body — structure, functions, and care. 

D. Functional concepts, such as: 

1. Space is vast 

2. Tlie earth is very old. 

3. All life has evolved from simpler forms. 

C. Functional understanding of principles, such as: 

1. All living tilings reproduce their kind. 

2. Changes in the seasons and differences in weather and dimate 
depend largely upon tlie relation of the earth to the sun. 

3. Energy can be changed from one form to another. 

D. instmmcntal skills, such as ahii/ty to: 

1. Bead science content with understanding and satisfaction. 

2. Ferform fundamental operations with reasonable accuracy. 

3. Perform simple manipulatory activities with science equip- 
ment. 

E. Prohfrm-solcing skills, such as ability to: 

1. Sense a problem. 

2. Define the problem. 

F. Aiiiiudcs, such as: 

1. Open-mindedness —willingness to consider new facts. 

2. Intellectual honesty — scientific Integrity, unwillingness to 
compromise with truth as known. 

3. Suspended judgment — sdentlfic control, withholding con- 
clusions until all available facts are in, not generalizing from 
insufficient data. 


* National Society for the Study ot EducaUmi, Science Education In American 
Schools, Forty-Sixth Yearbook, Part 1. (Chicago: University of Chicago Press, 
IWrj, pp. 2S-29. 
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G. Appredations, such as: 

1. Appreciation of the contributions of scientists. 

2. Appreciation of basic cause-and*effect relationships. 

3. Sensitivity to possible uses and applications of sdence in 
personal relationships and disposition to use scientific knowl- 
edge and abilities in sudi relationships (attitude). 

H. Interests, such as: 

1. Interest in some phase of sdence as a recreational activity or 
hobby. 

2. Interest in sdence as a field for a vocation. 

Teachers in other areas have comparable lists of objectives. 
All are faced wth the problem of determining the amount of 
student growth in the attainment of the objectives. Careful in- 
spection of the list will focus attention of the difficulty of 
measuring g^o^vth in areas such as attitudes, appreciations, and 
interests. In spite of the difficulty, good teachers continually 
try to develop techniques of evaluation for each of the objec- 
tives they use as guides to their teaching. 

Good public relations. Any school that can produce evidence 
to show that work in sdence and other areas is really helping 
students attain objectives such as these is very likely to have the 
solid backing of the community. Taxpayers need the kind of 
evidence illustrated by a winning football team to convince 
them that instruction has borne fruit. In any community where 
a sdence department has produced one or more Westinghouse 
Science Scholarship Avirmers, the citizens conclude that the 
school is producing results. Although the nature of the proof 
may be questioned, the fact that taxpayers want the evidence 
remains. Without it the typical reaction to requests for higher 
taxes and more money for school is, “What are you doing with 
the money that is already available?" Since money and com- 
munity cooperation are essential for good schools, the im- 
portance of evaluation to provide a basis for sound public rela- 
tions cannot be over-emphasized. 

Basts for guidance. Much of the present-day criticism of 
public schools could be avoided if every school had a good 
guidance program. The responsibility for helping individuals 
plan their futures falls upon all teachers. In secondary’ schools 
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guidance involves helping students make decisions concerning 
the course of their Ii\-cs after school days are over. To do this 
adof^uately it is not enough to administer a fc»v vocational 
aptitude tests in the senior j’ear of high school. A record of 
gro\vth trends kept over a period of years is a far more adequate 
basis for liclping a .student understand the kind of person he is 
and for formulating rcasonaWo plans for bis life. The data used 
by counselors must be accumulated through the process of 
evaluation. It should include format test scores, activity records, 
anecdotal ratings, reports of obsers’ation of behas'ior, and state- 
ments about indivadual students. With this information and the 
faculty to use the data, there is a great possibility that students 
can be directed into channels where they have a chance to 
succeed. 

^^ar^c^ug (tnd reporting. Tl)e importance of evaluation in 
providing the basis for grading and reporting to parents is 
closely related to sound public relations. Friction between 
schools and school patrons often is the result of dissatisfaction 
with Iho reports concerning student gro\\'Ui that are sent to 
parents. The folloss'ing citaptcr on marking and reporting is 
based on the assumption that evaluation is a continuing process, 
witliout which marking and reporting to p-ironts would be im- 
possible. 

It should also 1 m; fairly obvious that >n’tliout evaluation, 
changes in tlie offerings of public sdiools would be even slower 
than they are at pre.scnt By demonstrating tlie failure of public 
schools to meet Uie needs of students and community the way 
to curriculum changes is opened. Information gained by 
evaluating student growth in traditional schools is largely re- 
sponsible for efforts to provide greater opportimities for voca- 
tional training, work experience, and “common learnings" 
courses in the belter modem sdiools. 

Evaluating Is Sosichmes SuBpxrnvE 

Direct ob.scn.'fltfon. Direct observation of pupil behavior is 
the most basic and important technique of evaluation. As pre- 
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viously stated, the spectators at a football game observe the 
results of coaching and draw conclttsions or evaluate its effec- 
tiveness on the basis of this observation. Unfortunately the 
history teacher has fewer opportunities to evaluate the results 
of his work by direct observation. Student gro^vth resulting 
from his efforts may not result in immediate, observable changes 
in behavior. It may be several years before individual behavior 
as an adult cituren of the United States indicates good or poor 
history teaching. Ho^vever, all secondary school teachers can 
leam something about student growth by careful observation 
of changes in the behavior of students \vith whom they work. 
Such observation may be the only possible basis for determining 
changes in appreciations or altitudes. 

Anecdotal records. Because of the generally recognized im- 
portance of direct observation of changes in student behavior 
in determining growth, there has developed a common practice 
of making a written record of the type of behavior observed. 
This record becomes part of the accumulating data concerning 
the individual student. Anecdotal records are very commonly 
used in elementary schools where pupils are under the super- 
vision of one teacher all day. In secondary schools where 
students have several different teachers during the day good 
anecdotal records are less common. A sample of the type of 
behavior observed and recorded for one student follows.* 

9- 16 Started a friendly wrestling match with T. on the play- 

ground. Became angry and said T. had pinched him. 

9-23 Stopped a fight on the playground between second and fifth 
grade boys. 

9-28 “Time goes by fast when you work." H. had been cutting 
out letters for a social studies poster. 

10- 3 “No, that’s not right, T., I was touched back here." H. in- 

sisted that he was touched in football even though it was 
losing ground fen: his side. 

10-5 “It's time to go to the science room now to run the morie 
machine.” H. runs the school machine and takes the job 
very seriously. 

* Arthur EmJ Hamalaineiy An ApproitoJ of Anecdotal Records (New Yorkt 
Bureau of Publicatioiis, Teachers OJIege, Columbia University, 1943), PP- 
55-56. 
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]0-31 II. stood ojj the stage and told people ivhat to say as they 
came forward during our class assembly program. Tliis was 
unusual behavior for II. — to volunteer assistance in worlc 
of this sort. 

H-1 H. brought complaints from the other children for keeping 
the good football in (he play period. He seems to think he 
alwajs desen-es the best of the athletic equipment. 

12-*! Sulked because he was spoken to for wasting time. Tliis is 
tj’picnl reaction of H. to crilidsm. 

12-.12 Stayed after school to help me move some boxes. II. likes 
to feel he is doing someone a favor. 

Records such as these are of no value unless there is some use 
made of them. In school systems wliere counselors are avail- 
able, such records may provide very necessary information in 
helping students solve some of their problems. Records kept 
over a period of years may contain considerable evidence of 
changes in student behador. 

Rating scales. Tliere are van'otis types of rating scales that 
arc useful in evaluating students xvith respect to specific 
characteristics. The rating is subjective but a scale at least in- 
dicates tlte various specific <i»aracteristics being evaluated. Tlie 
following sample is taken from the Ilaggerty-Olson-Wickman 
Behavior Rating Scale.* 

DIREC^o^^s FOR Using 
S aiEDULE B 

1. Do not consult anyone in making your judgments. 

2. In rating a person on a parliciJar trail, disregard every other trait 
hut tliat one. Afany ratings are rendered valueless bec.ause tlie 
rater allows himself to be influenced by a general favorable or 
unfavorable impression that he has formed of the person. 

3. ^Vhen you have satisfied jxnirself os to the standing of this person 
in the trait on svhich you are rating liim, indicate your rating by 
placing a cross (X) immediately above the most appropriate 
descriptive phrase. 

4. If you are rating a child, try to make your ratings by comparing 
him with other children of his own age. 

5. Tlie masculine pronoun (he) has been used throughout for con- 
venience. It applies wheftjw the person whom you are rating is 
male or female. 

®.\J. E. >l3ffgfTty and othcis, Brfwctor Hating Sca/c (Yonlcers-on-Hudson: 
World Book Company, 1930), p. S- 
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6. In making your ratings, disregard the small numbers which ap- 
pear below the descriptive pliases. They are for use in scoring. 

DIVISION I 


1. Hew intelligent is he? 

Score 


Feeble- 

dIji 

Equal of 

Bright 

Brilliant 

minded 


child on 





the street 



(5) 

(4) 

(3) 

(2) 

(1) 

2. Is be abstracted or 

wide awake? 



Cootin^ually Frequently 

UsJdly 

Wide- 

Keenly 

absorbed 


nreseot- 


alive and 



minded 


alert 

(5) 

(4) 

(3) 

(2) 

(1) 


3. Is his attention sustained? 


Distracted: 

Difficult 

Attends 

i 

Abie to 

jumps from 

to keep at 

adequately 

absorbed 

bold 


tasktinbl 


invkbat 

atteidion 

to another 

completed. 


be does 

for long 

(5) 

(4) 

(3) 

(2) 

‘Ti) 

4. Is be slow or quick i 

D thinkiog? 



Eititandy 

Sluggish, 

Thinks 

1 

Agile- 

Exceed- 


plodding 

with 

minded 

ingly 



osxiiiiaiy 


rapid 



speed 



(5) 

(4) 

(3) 

(2) 

(1) — 



(41 


( 2 ) 


( 1 ) 
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Informal teachcr-made scales may help a teacher make a 
more accurate e\ aluation of student growth in the attainment 
of objectives in such areas as appreciations and attitudes. 
Anderson, Forsyth, and Morse* in their discussion of the 
measurement of understanding in the social studies use an 
example of a teacher who wishes to discover whether his stu- 
dents are making sound social adjustments. Tliey suggest that 
he make observations of the following types of behavior and 
record the ratings on each member of tlie class. 

5. Heads a group easily without nervousness or agression. 

4. Heads a group, but occasionally has difficulty. 

3. Works with other individuals. 

2. Works alone. 

1. Works neither with group nor alone; drifts. 

OsjEcnsT Evaluation Instrumlnts 

Modem instruments used in evaluating student grou’th are 
extremely varied in type. The common educational tests are 
most familiar. Other instruments which attempt to measure 
littelligcnce, personality, attitudes, interests, and emotional ad- 
justment arc less familrar but useful tools in evuluatfon. All 
teachers should became familiar with the functions and charac- 
teristics of the more commonly used measuring deWces. 

Educational tests. Tlie primary function of educational tests 
is the measurement of educational progress as indicated by the 
acquisition of knowledge. Modem tests for measuring tliis type 
of growih differ in several xvays from the older discussion tj’pes 
of tests still commonly used. The questions or exercises are 
usually more c.arefully selected to coincide witli Uie purpose 
for which the lest is constructed. Tlie exercises in a good educa- 
tional test are arranged to form an accurate measuring instru- 
ment. Modem tests are also of greater value in diagnosing stu- 
dent diiScuIties. Good tests may indicate very specifically the 
kind of remedial attention need^. The exclusive use of educa- 
tional tests Ui an evaluation program tends to place a premium 

■* William A. Drwnell and others. The Ueaeurement of Underslattdine. Forty- 
fifth Yeait>oot, Pt 1, National Society for Qte Study of Educabon (Chicago: 
University of Chicago Press, 19-18), Ql V, pp. 93-99. 
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on the ability of students to respond correctly to highly factual 
questions. The purpose of education is more than to develop 
students who can answer questions of the information type. The 
past and present practices of teachers in over-emphasizing 
scores made on educational tests is detrimental to a broader 
concept of evaluation. 

Intelligence tests. Intelligence tests supposedly measure 
mental ability in a large degree independently of what the 
student has learned up to the time he takes the test Most 
schools determine the intelligence quotients or I.Q.'s of their 
students by administering group intelligence tests. Since the 
abilit}’ to read and the previous background of students do 
influence scores on these tests teachers should use some caution 
in draNving conclusions on the basis of I.Q. alone. This caution 
is especially necessary If grading and reporting to parents is 
done in terms of students’ abilities. 

The accompanying illustration from the California Short‘ 
form Test of Mental Maturitij^ shows items that measure 
vocabulary. 

Teste 

Directtons; Draw a line under the word which means the same or 
about the same as the Erst word. Write the niunber of 
word on the line to the right, as: 


0. blossom 

1 tree 

2 vine 



3 flower 

4 garden 

0 

1. strange 

1 real 

2 tell 



3 certain 

4 unkno^vn 

T 

2. reply 

1 news 

2 answer 



3 Dole 

4 open 

2 

3. liberty 

1 benefit 

2 seize 



3 freedom 

4 overlook 

.3 

4. assist 

1 consent 

2 help 



3 agree 

4 overlook 

4 


5 Elizabeth T. Sullivan, California Short-form Test of Hental Maturity, Inter- 
mediate S-Form (Los Angeles, Cslifoniia: Test Bureau, 1942), p. 8. 
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5. 

admire 

1 defend 

3 approve 

2 protect 

4 agree 

5 

6. 

aim 

1 offer 

5 haste 

2 apply 

4 end _ 

6 

7. 

esteem 

1 reject 

3 exceed 

2 estimate 

4 respect _ 

7 

8. 

acquire 

1 agree 

3 obtain 

2 conduct 

4 conflict _ 

« 

9. 

counsel 

1 glor)' 

3 generous 

2 advice 

4 satisfy _ 

t) 

10. 

ample 

1 season 

3 alive 

2 plentiful 

4 sulumn _ 

10 


Scores oblained from intelligence tests can be converted into 
l.Q.'s and students classified in terms of their ability^. 

Chstlfico/hn I.Q.* Limits in tcrntcfP.E.** 

Near genius 140 and higher + 5 P.E. and over 

Highly superior ISO-ISO + 2 P.E. to + S P.E. 

Superior 110-119 + 1 P.E. to + 2 P.E. 

Normal 90-109 - 1 P.E. to + 1 P.E. 

Dull Normal 60-89 - 2P.E. to - 1P.E. 

Borderline 70-79 — 3P.E. to — 2P.E. 

Below Borderline Imver than 69 — 5 P.E. and below 

Good teachers recognize the dangers involved in assigning 
students to one of these classiiicallons, especially to dull normal 
or lower, purely on the basis of inrormation gained by having 
students >vrite one intelligence test. 

Measuring personofi/y and attitudes. During the years from 

*Tli«e niimerJcal >a]ues are bared on the Stanford-Oinet Test with a standard 
dovialion of 16. For tests ha\inj a different standard deviation these values 
would differ. 

** Each Intelligence level is deRned as a class interval embracing a range of 
l.Q.’s falling at each and such distance from the mean, where these distances 
are expressed as multiples of the probable ertw. 
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1930 to 19-10, largely as a result of the trend to focus attention 
on the whole child and his behavior, educators turned their 
efforts to consideration of attitudes and personality. There is 
now as’ailable a w'de assortment of tests, inventories, and scales 
aimed at discovering many of the aspects of human tliought and 
behavior. Teacliers generally recognize that it is more im- 
portant for a student to be well-adjusted to his family and com- 
munity environments than to be able to anssver all the ques- 
tions in an informational t)*pe test. 

Personalit)’ inventories attempt to determine an tndiridual s 
adjustment by his anssvers to questions such as these taken 
from the Bemreuter Pcfsonaliiy Inventory: * 

The questions on this blank are intended to indicate your interests 
and attitudes. It is not an inlelUgcnce test, nor are there any right 
or wrong ansNvers. 

In front of each question you wtU find: “Yes No ?* 

If your answer is "Yes,” draw a circle around the "Yes.” If youf 
answer is "No," draw a drde around the “No." If you are entirely 
unable to answer either "Yes" or “No" to the question, then draw a 
circle around the question mark. 

1. Yes No ? Does it make you uncomfortable to be “different 

or unconventional? 

2. Y'es No ? Do you day-dream frequently? 

3. Yes No ? Do you usually work things out for yourself rather 

than get someone to show you? 

4. Yes No ? Have you ever crossed the street to avoid meet- 

ing some person? 

5. Y'es No ? Can you stand criticism without feeling hurt? 

6. Y’es No ? Do you ever give money to beggers? 

7. Y’es No ? Do you prefer to associate with people who are 

younger than yourselP 

8. Yes No ? Do you ofteu feel just miserable? 

9. Y’es No ? Do you dislike finding your way about in strang® 

places? 

10. Yes No ? Do you blush very often? 

IL Yes No ? Are you easily discouraged when the opinions of 

others differ from your own? 

12. Yes No ? Do you try to gel jtJur own way even if you have 

to fight for it? 

« Hobert G Beroxeuter, The FenomJtti/ Inzenlory (Palo Alto: Stanford Ud>' 

versity Press, 1935). 



THE MEANING OF EVALUATION 359 

13. Ves No ? Da Mhhtks interest yvu more than ftifcIJeciual 

affairs? 

14. Y« No ? Do j oil consider yourself a railier nervous poreon? 

15. Yes No ? Do you usually object ulien a person steps in 

front of you in a line of people? 

Attitudes may also ho n«*asur«1 1^' the use of scales or ques- 
tionnaires. Ufficn using these instruments it is assumed that 
what students say they approve or disapprove is an indication 
of how they may actually Isehave in s'arious life situations. This 
may not he a correct assumption. 

Tlic simpler forms of attitude tests provide a list of stimulus 
words, and students arc asked to underline those they like or 
those that bother or disturb them. A procedure that can be 
extremely useful to classroom icaclicrs is collecting “free re- 
sponse" materials.^ A direct question such as “Mliy do you 
fee! thi.s way?” may result in answers that can be analy-zed to 
provide Information concerning student attitudes. 

More complex attitude scales arc constructed in such form 
that students can check for each statement one of fisc responses 
to indicate tlieir feelings alxnit it Ttic following sample taken 
from tlic Dyrd Health Attitude Scale* illustrates this form. 

DIRECTIONS 

READ EACH ITEM CAREFULLY AND AT ONCE UNDER- 
LINE YOUR RE.ACTION TO THE STATEMENT. Please work 
mpidly. Indicate the svay you honestly feel about each statement. 
BE SURE TO ANSWER EVERY ITEM. 

1. A person should be entirely responsible for his own health. 

Strongly agree ‘ Agree* Undecided* Disagree ‘ 

Strongly disagree* 

2. Tlie g<u’<Tnment should require all people to be insured for 
sickness. 

Strongly agree * Agree* Undecided* Disagree* 

Strongly disagree * 


lUyniontl C. "Kiil^cn. anil OorReti.’niompson, “'Stufijing AWtuSes ^ {fie 
ClatsroofT),** Er]iicailmii]l MelliotL Xlay. IMS, VcJ. 22. p, SM. 

* Oliver E. B>Td, Bijrd Ilealih AnUudt Scate (Polo Alto; Lelanil Stanford 
Junior Uolversit)’, IdtO}. 
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3. Tlie health department should leave all health matters to the 
local doctors. 

Strongly agree * Agree* Undecided® Disagree’ 

Strongly disagree * 

4. AU persons wth tuberculosis should be registered >vith die 
pubUc health department. 

Strongly agree * Agree * Undecided * Disagree * 

Strongly disagree * 

5. Free clinics for the treatment of cancer should be closed. 

Strongly agree ^ Agree* Undecided* Disagree’ 

Strongly disagree * 

Determining interests. The interests of students have long 
been known to be of great importance in influenring choices 
of courses and the quality of work done in school. Because of 
variations in interests, classroom teachers who are confined 
within the boundaries of traditional courses find it necessary 
to permit considerable latitude in the choices of learning 
acti^'itles. Student interests can be determined through in- 
formal conversations, by using teacher-made questionnaires, or 
by giving formal interest inventories. The information obtained 
by using these inventories is important in counseling students 
concerning choice of courses in school and occupational pos- 
sibilities. 

The Benge Interest Analysis * is a check list of topics that 
illustrates the formal type of inslniment used in attempting to 
determine student interests. The topics included are sub-divided 
under the headings: "schcwl interests,” “discussion topics of 
interest to you now,” “personal activities,” “occupational prefer- 
ences,” and “personal traits.” The following sample is taken 
from the subdivisiem on personal activities. 

It has been proven that the correct interests are important to 
success in most vocations. People differ widely in their interests and 
the object of this questiemnaire is to determine your particular in- 
terests. It is not a test of intelligence. There are no ri^t or svrong 
ans^ve^s. You need merely estimate your own interest in each subject 
with utter frankness. 


•Engeoe, J. Benge, Merest Analgtis (Pbiladelplua: Xtanagecient Service 
Company, 1942). 
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Validity. A test is said to have validity if it measures what it 
is supposed to measure. Validity is laching in many informal 
tests largely because teadiers fail to define the objectives 
toward which students growth has been directed. Tests that 
emphasize memorization of specific dates, structures, places, 
laws, formulas, or teclmical names are not valid unless the ob- 
jective for the work completed is to develop the ability to 
memorize specific details. An English teacher who prepares a 
test requiring students to identify authors, quotations, or titles 
should not attempt to evaluate student growth in appreciation 
of good literature on the basis of the scores obtained on the 
test. Since validity Is determined by the extent to which a test 
measures what tlie student has had an opportunity to learn, any 
teacher can check a test for this characteristic by making a care- 
ful inspection of Its content. Such an inspection should at least 
result in what is known as curricular validity. 

RehahiJitij. A test is said to have reliability if it measures 
consistently wliatever it does measure. For example, if the 
same group of pupils were given the same test a second time a 
few days apart and each individual received the same score, 
the test would be considered reliable.**^ If the rank of each in- 
dividual is about die same on two tests, or on two forms of the 
same lest, the test is considered to be reliable. The correlation 
coefficient between scores on the two tests is the reliability 
coefficient that is usually reported for tests. 

Beliability coefficients have one serious limitation. If there 
are large differences in achievement among the pupils in a 
group, tlie rank of each pupO will be about tlie same on each 
test. But if tlie differences in achievement among the pupils are 
very slight, the two tests xvill not agree so well. In educational 
achievement tests, the range of pupil abilit)' has an important 
effect on the size of tlie reliability coefficient. 

Broad sampling. A third characteristic essential for a good 
test is a broad sampling. The scores on a test should be repre- 
sentative of the scores that mi^t be obtained if it were possible 

** Reliability dcri^ed from the ose rf comparable forms of the some test U 
more accurate. Thw enample b ^ven merely to illustrate the concept of re- 
liability in timplc terms. 
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to measure total performaDce in tlie area covered by the test. 
Broad sampling tends to reduce errors in evaluating student 
growth because the cbaoces students have to demonstrate 
gro\vth are increased. The chief student criticism of essay tests 
has always been Uiat the limited number of questions make 
it necessarj* to memorize every possible detail so as to be sure 
to know the few questions that are asked. 

Easy scoring. A fourth desirable characteristic of a good test 
is easy scoring. Such a test can be accurately scored by clerical 
help or by the students themselves. Easy scoring may depend 
on the form of the test or on the form of the answer sheets used 
by students. Informal teacher-made tests should be set up in 
such a way that all answers are placed in a column along the 
right hand side of each page. A key can then be placed along 
tills column and tlie errors marked very rapidly. Standardized 
tests often include answer sheets that can be scored by placing 
a cutout stencil over each sheet. Tlie correct answers are those 
which appear in the stencil openings. Incorrect answers can 
be indicated very rapidly by marking the openings that are 
blank on the students answer sheet If total score is all that Is 
desired, it is obtained by counting tlie number of marks show- 
ing in the stencil openings without making any marks on the 
answer sheet. 

Comparahilltij. A fifth characteristic of a good standardized 
test, but not necessarily of an informal teacher-made test, is 
comparability. This characteristic is established by providing 
two or more comparable forms of the same test. These data 
make it possible to compare the performance of students in a 
given group with the perfonnance of the original group of stu- 
dents who took the test. Two forms of the same test are used 
most often when teachers wish to compare student perfonnance 
before and after a unit of instruction. By tlie use of comparable 
forms it is assumed that the evaluation is more accurate than it 
would be if the same form ivere used twice. 

Standardized tests. Standardized tests differ from informal 
teacher-made tests primarily in the quality of test items and in 
the statistical treatment that results in the establisliment of 
comparative norms. Tlie author of a standardized test must 
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attempt to prepare items avet content that aU students v?ho 
are to write the examination have had a chance to learn. The 
difficulty in selecting valid content depends upon the subject 
matter to be tested. In mathematics the selection of content is 
much simpler than in social studies because the desired out- 
comes are more easily identified. Consequently there are many 
good standardized tests in mathematics from which a mathe- 
matics teacher may select A social studies teacher has a more 
difficult problem of selection because a standardized test is 
less likely to be valid in terms of the course as taught by that 
individual teacher. 

Most teachers use standardized tests to compare the achieve- 
ment of their students with the achievement of other students 
taught by other teachers. There is some satisfaction in dis- 
covering that a group of students is "above the national nonn. 
There is little satisfaction in discovering that they are "below 
the norm," but the information may serve as an incentive to 
leam more about the students in a class or to devise better 
teaching and learning tedmiques. Uidortunately the tail begins 
to wag the dog when administrators make it clear to teachers 
that their classes must achieve above the national norms on 
standardized achievement tests. Under such pressure teachers 
tend to teach for good test performance and forget all other 
objectives. This tendency has undoubtedly been partly re- 
sponsible for the very slow progress in curriculum improve- 
ment. 

The basic important question that standardized tests may 
help to anssver is whether or not students are achieving at a 
level consistent svith their ability. Teachers accused of spend- 
ing too much time with dull or bright students at the expense of 
other members of a class can check the accuracy of the criticism 
by comparing student performance on standardized achieve- 
ment tests with the performance that would be expected on 
the basis of their intelligence quotients. The ideal result of 
such a check is to discover tfiat all members of a class are 
achie\'ing at what seems to be their proper levels. Thus a 
teacher working with a low ability group may be proud of 
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achievements of the group even thought test scores are below 
the national norm. 

The best sources of information about the variety of stand- 
ardized tests are tlie Mental Measurement Yearbooks.'^ These 
contain descriptions of tests and reviews. The reviews are written 
by subject-matter and test specialists and provide information 
that may not be given by the authors and publishers of tests. 

Inforaial T^crffiR-MADE Tests 

Informal teacher-made tests are widely used as aids in 
evaluating student growth. Teachers prefer to make their own 
e-xaminations because they can thereby be reasonably sure that 
their tests are valid. Teacher-made tests may be either essay 
or objective. Botli types are commonly used. Essay type ex- 
aminations have been used much longer than objective tests 
and are still preferred by some teachers. It is easy to under- 
stand why an English teacher may prefer to give essay examina- 
tions while a science teacher prefers objective. Tlie type of 
student growth being evaluated is obviously important in de- 
ciding what type of examination should be prepared. 

Since the scores on teacher-made examinations are almost 
universally used as a basis for determining die marks assigned 
to students, many teachers prefer the greater preciseness of 
objective questions. It is a well-know fact that grades on an 
essay type of e.xamination are extremely variable if assigned by 
different teachers. However, studies have shown that it is 
possible to reduce the variability of teacher marks by improv- 
ing the quality of essay examinations. 

Essay questions. A recent professional magazine had a cover 
picture that included a blackboard on which tliere were several 
questions. Two of these questions were “Discuss the structure 
of the amoeba" and “Tell all you know about the paramecium." 
These were intended to be very poor examples of essay ques- 
tions. One can argue th.at they- are acceptable only if it is 
agreed that any answer will be accepted. Any discussion of 
*' 0<car K. Buroi (cjitor), The MmUd ileianicmeni Tearhonks (New Bnins- 
wiifc: Rulgen Univmity Press, 1933, 1910, 1919). 
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the amoeba, no matter how poor, must be accepted because 
the question simply says, “Discuss.” By the same line of thought 
any student who answers the second question by saying, “The 
paramecium is a protozoan. Tliat is all I know,’ has written 
a perfect answer. Teachers who use. similar questions usually 
refuse to accept such answers and often unfairly assign failing 
grades to the authors. 

Essay questions can be improved by making them clear and 
definite. “Discuss the structure of the amoeba” can be changed 
to, "Enumerate the structures that make up an amoeba. Tell 
briefly what seems to be the function of each structure.” 

It is now possible to set up standards for judging the answers 
students write. These standards should be equally apparent to 
readers other than the author of the question. Questions that 
begin with enumerate, list, define, or what would happen if, are 
almost always better questions for younger students than those 
that begin with discuss, tell all you know, or what can you say. 

One of the common faults of essay type examinations is in- 
adequate sampling. This fault is easily corrected by more care- 
ful attention to the selection of questions. Last-minute rushing 
to write a set of examination questions is not conducive to 
adequate sampling. Almost invariably hurriedly prepared ques- 
tions Nvill center around the material most recently covered in 
class. 

Beginning teachers, especially those in secondary schools, are 
on safer ground in defending marks and maintaining reasonably 
friendly relationships svilh students and parents if the marks 
indicating understanding of subject matter are based upon ob- 
jective tests. Teachers who agree with tliis statement recognize 
that objective tests emphasize measurement of student growlii 
primarily tluough knowledge of facts, understanding of in- 
formation, and acquisition of skills. 

Objective examinations. Boss'* classifies the principal types 
of objective tests as follows: 

I. Hecall types. 

a. Simple-recall. 

** C. C. Rom, Meomrem^t in Todatf’s Sthooli, 2nd ed. (New York: Prentice- 
llaU, Inc., 1&47). p. 127. 
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b. Completion. 

2. Recognition t>'pes. 

a. More common. 

(1) alternati\ e*response 

(2) Mu!Uple<hoic« 

(3) Matching 

b. Less common. 

(1) Rearrangement 

(2) Identification. 

(3) Analog}'. 

{4) Incorrect statement. 

In the following pages there are suggestions for svriting and 
using the five most commonly used types. Anyone wishing a 
more detailed discussion of objective test items should read 
one or more of the references listed at the end of this chapter. 

Simple-reeaU questions. These items are wTitlen as direct 
questions. Tlie anstvers must be recalled by the student rather 
than simply recognized as correct In some areas of subject 
matter, sucli os mathematics and science, simpIe-rccall items 
are especially useful. As is true when using almost all types 
of objective test items, the emphasis tends to be upon measuring 
the recall of highly factual information. The following e.xamples 
are offered as representative of well-written simple-recall ques- 
tions. 

1. \Vh.it is the formula for finding the perimeter 


of a rectangle? 1. 

2. How many sides are there in a hexagon? 2. . 

3. The sum of three consecutive odd numbers 

fs 141. IVhat are the numbers? 8. . 

4. VVhat is the process by which green plants 

manufacture food? 4. . 


Any questions like these can usually be ^vrilten in the form 
of completion questions and be just os useful. 

Completion questions. These questions are statements In 
which certain important words have been omitted. Students 
are expected to fill in the missing words. Because important 
words are usuaUy omitted, completion tests tend to become 
vocabulary tests. Tliis may or may not be desirable depending 
upon the nature and purpose of the test. Many teachers use the 
sentences in basic textbooks for tbeir completion items. By 



THE MEANING OF EVALUATION 


SK 

U5mg the exact phraseology of flie basic text they encourage 
students to depend upon rote learning rather than upon real 
understanding. For this reason, the language of the text should 
be avoided whenever possible. 

In order to make scoring easier all blanks should be placed 
in a column along the right-hand margin as shown by these 
examples. 

1. The publication called "Common Sense," 
whirh helped to promote a feeling of in- 
dependence in the colonies, was %9ritten 

by ? . L 

2. The Erst nation to settle what is now New 

York was ? . 2. 

In addition to making scoring easier this form provides blanks 
of equal length and does not cause students to consider words 
of proper length for a given blank. It makes no difference where 
the blank occurs in the statement. Definite articles such as 
"a" or “an” should not precede a blank because they decrease 
the range of student choice by providing a grammatical clue 
to the correct response. 

The score on completioo tests is usually the number correct. 
UTien students complete the statements with words that are 
correct hut not those intended by the author of the statements, 
they should be gi\’en credit for the items. It may be necessary 
to make several resisions in the wording of a completion itenr 
before it produces only one correct aimver. 

AUcmativc-rcsponsc questions. Altemath-e-response ques- 
tions are most commonly used because thej’ are easiest to write. 
Students are usually asked to indicate if a statement is true or 
false or to answer a question by indicating yes or no. Although 
it is eas)’ to prepare a list of such statements or questions, it re- 
quires some practice and effort to produce a good alternative- 
response test. Teachers who prepare a test made up of state- 
ments taken from the basic text, some of which have a word or 
changed to make them incorrect, are certainly encouraging 
students to Team the texlbixjk." It is much better practice to 
use statements different from those in the assigned reading but 
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with similar meaning. For example, the text statement is: 

"More than half of your body is made up of water.” The test 
item covering this information might be: 

T F Tliere are o\x*r se%'ciity>five pounds of water in a boy 
who weighs onc-hundred and fifty pounds. 

Each altemati\’e-response item should be all right or wrong. 
Students naturally resent the fact that they may respond in- 
correctly to an item because some qualifying clause changes 
what otherwise seems to be the correct answer. An example of 
a poor item is: 

T P Tlic bat is a mammal that flics at night, and feeds on 
green leaves. 

A bright, hut perhaps careless, student may mark this state- 
ment tnio because the first part is true. Tlie item can be im- 
proved by changing the ^vords "green leaves” to “insects,” which 
makes the entire statement tnic. It might also be improved by 
using tile original wording but making two or three statements 
instead of one, 

T F A bat is a nummal 

T F A bat flies at night. 

T P A bat feeds on green leaves. 

The examples used illustrate the recommended form for 
alternative-response items. Asking students to encircle either 
the T or F to indicate answers is perferable to having the stu- 
dents \sTile the letters because there can be no question con- 
cerning the letter intended. The number and order of true and 
false statements can readily be determiuKl and placed in 
random order by flipping a coin. Students who are told that 
this method is used will not svaste time trying to figure out the 
“system.” 

Alternative-response tests are often scored by subtracting the 
number wrong from the munber right. This metliod ignores 
those items omitted. It Is used because students have a fifty- 
fifty chance of responding correctly even though they may not 
know the correct answer. Research studies have shown that 
the rank of pupils is essentially the same when the test scores 
are based on the number correct rather than rights minus 
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wTongs. Students prefer the practice of counting the number 
correct as tlic score. 

MulUplc-choicc tests. A nnilliple choice item may be made 
up of a direct question with four or five responses or by an 
introductoiy incomplete statement followed by four or five 
completions. Tlic following samples illustrate the two possible 
forms. 

\Miat often causes earaches that accompany diseases of the nose 
and throat? 

a. Increased pressure in the middle ear 

b. Inflammation of the inner car 

c. Innammation of the outer ear 

d. Tlic destruction of tissue by bacteria 

e. Decreased pressure in the middle ear ,...() 
Earaches accompanying diseases of ihc nose and throat are usually 

caused by 

a. increased pressure in the middle ear. 

b. inflammation of the inner ear 
a inflammation of the outer ear. 

d. the destruction of tissue by bacteria. 

e. decreased pressure in the middle ear ( ) 

In writing items of either form as much of the statement as 
possible should be in the introductory part of the item. This 
means that the responses should be as short as possible. 

All the possible ans>ver5 should be reasonably plausible. It is 
more sensible to reduce the number of possible answers than 
to include statements that arc so obviously incorrect that no 
one in any class would ever choose them. This rather extreme 
example ^vas used by a student teacher. 

The insect considered to be' of greatest economic importance to 
apple growers is the 

a. cotton boll weeril. 

b. European com Avonn. 

c. Mexican bean beetle. 

H. codling moth, 

e. tomato worm. ( ) 

One student probably spoke for the class when he asked, 
“What’s the matter, do you think xve’re crazy?” 

Multiple choice questions are the best of the four basic types 
for measuring reasoning and understanding. Problem situations 
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can be described in the introductory statement and followed 
by a scries of possible solutions. Items that test for real under- 
standing are usually of greater value in discriminating belNveen 
good and poor students tlian those that test for retention of 
isolated facts. 

iitaiching tests. Matching test items are made up of svords, 
phrases, or dates in one column with explanatory phrases in a 
second column. The student is expected to match the e.xplana- 
tory phrases with the correct work or phrase included in the 
first column. Matching tests emphasize the factual learning 
that results from teaching and should rarely be the sole basis 
for evaluating student growth. The sample tl)at follows shosvs 
the general form recommended. 


I 

1. James Oglethorpe 

2. Boger Williams 

3. William Peon 

4. James Otis 

5. George Rogers Clark 

6. Samuel Adams 

7. A)e.Tander Hamilton 

8. Patrick Henry 


II 

A. First Secretary of Treasury 

of the United States. 

B. Leader of war in the west. 

C Esublished good land policy. 

- n NesvEngland"£rebrand'’who 

encouraged revolution. 

- E. Founded colony of Georgia. 

F. Led colonial protest of “writs 

of assistance” 

G. Founded Rhode Island. 

H. Leader of Quakers 

1. Governor of Virginia 

J. French leader. 


The Unbalanced columns make it impossible to determine the 
last matching pair on tlie basis of elimination alone. The names 
in Column I are consistently those of famous men in United 
States history. It is not good practice to include the names of 
people, dates, and places in the same group of matching items 
because the wording of the explanations in Column II auto- 
matically eliminates several possibilities for matching. The 
ntimber of items in any one group of matching items should 
rarely exceed fifteen. If the columns are longer, students must 
spend too mucli time looking for (he correct answer. If a test 
of tliirt)' items is desired, there should be three distinctly 
separate groups of items of apprenimately ten each. 
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Snn>Y AKD DISCUSSION 

1. ^Vbat are the differences between the procedures of testing, 
measuring, and evaluating? 

2. \Vby is evaluation important in public school teaching? 

S. \W\y is subjective evaluation often very important in teaching? 

4. Name and describe at least four different types of objectives 
e%’a\uating Instruments. 

5. What are the advantages and disadvantages of knowing the I.Q. 
of the students you leacb? 

6. Wliat are the characteristics of a good examination? 

7. Wliat are the chief uses of standardized tests in public school 
teaching? 

8. Collect samples of essay questions that are used by your own 
instructors and show how they can be improved. 

9. Prepare a test of at least fifty questions covering the subject 
matter for one semester’s work in one of your teaching fields. 

10. Enumerate the techniques you plan to use in determining the 
success of your teaching. 
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One of the purposes of evaluation listed in the preceding chapter 
^vas to provide a basis for assigning school marks, hfost students 
in teacher training programs probably have never thought 
about the problem of marking a student from a teacher’s point 
of view. In many instances they liave been too busy criticizing 
the marks assigned to them by their teachers. It may be sur- 
prising to learn that of all the activities teachers carry on, 
assigning school marks comes high on the list of those liked 
least. DeZouche * probably expresses the feeling of many 
teacliers when she says, “If I were asked to enumerate ten 
educational stupidities, the giving of grades would head the 
list” The only teachers who can assign marks without mis- 
givings are those who operate on the assumption that the 
purpose of education is to help students master subject matter. 
Marks assigned by these teadiers supposedly indicate how well 
students retain subject matter. Oliver teachers who see edu- 
cation os the development of desirable changes in student 
behavior feel that it Is next to impossible to assign a mark that 
means anything as an indicatioa rtf student growth. 

* Dorotiiy DeZouche, “The Wound In Mortal," Clearing House (February, 
1W5. Vol. 19), pp. 339.S44. 
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MARKING AND REPORTING 
Puiiposc or Mahki.vc 
Before trying to understand tlie of marking systems 
that have been and are being used, it is necessary to consider 
the reasons for gis’ing marks. A study in 1932 of 258 selected 
schools revealed that there were eleven purposes recogni 2 ed 
as being ser\‘ed by marks. These purposes are listed in the 
following table. 

Purpose ser\-ed by marts in 258 schools * 


Piirpojc Frequency 


Num- Per 
l»r Cent 

1. Keeping parents informed of pupil's progress 224 95 

2. Furnishing a basis for promotion 238 92 

3. Furnishing a basis for graduation . . 212 82 

4. Motivating pupils 194 75 

5. Furnishing a bases for the asvardiog of honors J90 74 

6. Furnishing a basis for guidance in the election of 

subjects .... ... 158 61 

7. Furnishing a basis for guidance in college recom- 

mendation 155 60 

8. Furnishing a basis for determining extent of par- 

ticipation in extracurriculum activities 133 52 

9. Furnishing a basis for guidance in recommendation 

for emplo>inent 113 44 

10. Furnishing a basis for awarding credit fox quality 100 39 

11. Furnishing a basis for research 50 19 


A similar study made at the present time would probably 
reveal that teachers still use marks for most of the purposes 
listed. 

Reporting. Marks are certainly commonly used as the 
medium by which parents ore kept informed concerning stu- 
dent progress in school. The question of whether or not 1)^)1021 
marks really provide parents with meaningful information is 
partially answered in this chapter. It is important to remember 
that many parents think they do. It is almost certain that as 
long as school marks are issued parents ^vill take them seriously. 
Teachers who recognize this fact feel an obligation to try to 

* United States Department of Prterior, Office of Education. Froriffons fof 
Individual Differences Marking end Promotfon, Bulletin 1932, No. 17. Mot*®" 
graph No. 13, p. 449. 
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provide a marking sj'stem that actually serves this important 
purpose. 

Keeping records. Our system of mass education makes record 
keeping a necessity and a major undertaking. Tlicre are now 
far more students in schools thatt tlrcrc were 20 or SO years ago. 
Tlrcir marks arc important in determining whether they liave 
been promoted and when the)' are ultimately ready for gradua- 
tion. 

Counselors look at marks given for work completed before 
advising students to take algebra, physics, or industrial arts. 
The same marks furnish a basis for deciding whether or not 
students should be advised to go to college or seek employment, 
niis is true in spite of the almost total disregard of marks after 
students leave school. Schooling may be measured in terms 
of years, diplomas, or degrees, but it is rarely measured in terms 
of the marks made In school. Most relatives, friends, associates, 
or employers think of oUier individuals as high school or college 
graduates but attach little stgnilicancc to the marks on the 
school records that finally made graduation possible. 

Mothatlon. Tlie motivational v’alue of marks is alvva)'s 
emphasi7.ed by certain t)pc$ of students, teachers, and parents. 
Probably most people who emphasize this value arc or were 
fortunate enough to receive good marks in school. Tlicy know 
that marks encouraged them to keep working and assume that 
other students were likewise motivated. Actually there Is no 
motivational value in a low mark received by a poor student. 
He probably feels more punbhed than motivated. All teachers 
should be willing to forego the motivational values of school 
marks and get students interested enough to do their school 
work in some other way. The practice of preparing honor rolls 
and eligibility lists based on school marks may be cIFcctive 
motivation for some students, but It Is psychologically unsound 
and detrimental to good mental health for many students. 

Types of hfAJocivc axd Rcroimvc SYsrzsts 

Per cent marks. During the last 50 years marking systems 
have received considerable study and revision. Tlie result is a 
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wide variety in present-day practice, with all stages in the 
evolution of marking represented. The early system was 
typically a percentage system. When a student received a mark 
of 96 per cent in algebra, neither the student nor his parents 
raised any questions. They accepted the assumption that 
100 per cent performance in algebra is a known quantity. Yet 
it is doubtful if any teadrer could mark a student so precisely 
even in a mathematics course. In spite of the fact that per cent 
marks mean little or nothing in describing modifications in stu- 
dent behavior, there are still many teachers and parents who 
are w illin g to sign petitions requesting schools to use this 
system. They do not seem to realize that such a system tends 
to prevent the development of many important phases of stu- 
dent behavior because it emphasizes the factual learning that 
is more easily measured. There can be no denying the fact that 
there is something “soothing" to parents in a report form such 
as the following with the implied accuracy of per cent marks. 
The report form was satisfactory to one of the authors who as 
a student, received the sample shown because it carried no in* 
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formation about tlie poor conduct, cooperation, attitude, and 
industry that resulted in his being “kicked out of class” re- 
peatedly during the course of the year. 

Five-point scale. The use of A, B, C, D, and F as a marking 
system emerged from attempts to improve the per cent marking 
system in public schools. By this change teachers were freed 
from the responsibility of making the extremely precise judg- 
ments indicated by 96 per cent. Hmvever, the letter grades 
were often defined by grouping per cents. An A grade repre- 
sented performance somewhere between 92 and 100 per cent. 
This cltange did make marking esisier for teachers. That it did 
not increase the relationship of lh«; mark and what a mark repre- 
sents ^vas indicated by Johnsons pioneer study of high school 
grades.* He reported the following variations between two 
teachers in assigning letter grades: 

A B C D F 
First Teacher 7% 22% 47% 16% 8% 

Second Teacher 86% 30% 24% 6% 4% 

Because there is a great mass of evidence that emphasizes tills 
variation in marking standards there are also many studies on 
the reliability of teachers’ marks. 

Starch and Elliott at about the same time found that 142 
English teachers marked the same examination paper in high- 
school English all the svay from 64 to 98 per cent. They also 
showed that a teacher does not mark tlie same examination 
paper consistently at successive time intervals.* It is only fair 
to say that there are later studies that indicate teachers’ marks 
are reliable enough to have certain predictive value as to 
fuliue scholarship. 

A typical report card used in school marking on a five-point 

*Ftanklm W. Jolmson, “A. Story o£ lUgli School Grades.” Seftoerf Review 
(Jamiary, 1911, Vol. 19), pp. 15-24. 

* Daniel Starch, and Edward C. EDioU, "Kebabihty of the Grading of lligh- 
School Work in Enghsh.” Sefsoel Itecfeio (September, 1912, Vol. 20), pp. 
442-457. 
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scale is shown below. The chief difference between this and the 
preceding form is simply the change from per cents to the five 
categories described at the bottom of the card. 



Two-point scale. The introduction of a five-point scale made 
marking easier but did not remove the inadequacies of a mark- 
ing system. Tlie next phase in the evolution of marking syst<?m5 
was very logical. It was to reduce the scale to a two-point scale 
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group. If, in the judgment of the teacher, the child is not doing 
as well as his ability justifies, he is marked ‘unsatisfactory.’”* 
Those parents and teachers who objected to changing from 
per cents to a five-point scale were even more unhappy with a 
two-point scale. They argued that if marks are supposed to tell 
anytliing there must be a more adequate system. As one would 
expect, many students formerly motivated by the desire to earn 
an A or B> immediately decided that all that was necessary was 
to keep out of the U or F category. To correct this tendency it 
was necessary to add some symbol such as H for “Honors as is 
illustrated by the report card above. Again the chief difference 
between this and the preceding sample card is the reduction 
to a three-point scale instead of five. 

Supplementing marks. The next phase in the evolution of 
martog systems was to supplement marks with other informa- 
tion. Report cards had long carried a space for marking “de- 
portment.” After \Vorld War I dejwrtment became citizen- 
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report form on page 376 is evidence that practice is not new. 
The conference plan of reporting works well only when the 
teacher conferring wth parents works with a student all or 
at least most of the day. This limits its usefulness to undepart- 
mentalized school programs, which generally means the ele- 
mentary grades. The trend toward the “common learnings” type 
of course in junior high school, in which one teacher is primarily 
responsible for working %vith a group of students through a 
major part of the day, may result in the use of the conference 
system of reporting at least through the ninth grade. According 
to Wrinkle. “The most serious objection to the conference plan 
is that it demands a heavy time investment. Even though the 
time Spent is well spent, reporting is regarded as a regular part 
of the teacher's day in addition to his regular teaching load. R 
conferences with parents could be included as a part of his day s 
work, the conference plan would be practical.” ® 

Informal letters. At both elementary and secondary levels 
tliere have been some attempts to substitute informal letters to 
parents for eitlier marks or parent-teacher conferences. Again 
this plan has a better chance of being effective in the hands of 
a teacher who works with a small number of students for aU or 
most of the day. Secondary school teachers who may have as 
many as two hundred students cannot write that many good 
informal letters. This type of reporting is difficult for most 
teachers. Tliere are few teachers who can >vritB a series of in- 
formal letters about students Avithout using statements that are 
meaningless generalities. There are also many who uninten- 
tionally antagonize parents who misinterpret the statements 
made. 

Check lists. Largely because of tlie difficulties involved in 
informal letters for reports to parents, check forms for the pur- 
pose of reporting have been tried in some schools. Instead of 
wTiling, “He shows courtesy and consideration to otliers,” s 
teacher simply places a mark on a printed form to indicate his 
es aluation of this characteristic. (See pages 382 and 383.) 

* 'Villiam L. SVrinklc, Improctng Matiing and Reporting Practices (Kf'*' 
York: Rinehart and Company, Inc., 1947). 



MARKING AND REPORTING 


3S5 


The preceding paragraplis have described seven types of 
marking and reporting practices in the approximate order of 
tlioir evolution; (1) per cent grades; (2) letter symbols such 
as A, 13, C, D, and F; {3) a two-point system with sjmbols such 
as S and U; (4) sjmbols representing achievement in subject 
matter supplemented by information about traits of character 
and personality (5) parent-teacher conferences; (6) informal 
letters; and (7) check forms. All seven of tliese techniques or 
variations and combinations of them are currently in use in 
public schools. 

Objections to present trriirfs. Johnson questions the further 
development of report cards that attempt to provide parents 
wntli ratings on more and more traits. His arguments are offered 
here to point up the problems involved in marking and report- 
ing. 

Many of the attempts to improve marking and reporting practices 
arc concerned with marking on qualities desirable for good citizen- 
ship and school progress such as dependabfht)', cooperation, sell’ 
rclianee. initiative, thrift, sporlsmansliip, school service, self-control, 
svorkmanship, courtesy, promptness, el cetera. Other attempts try 
to reveal svhether or not a pupil meets Ins responsibilities promptly, 
begins work promptly, or whet)>er or not he is working up to 
capacity. Tlicse efforts indicate the direction ir» which changes are 
being made. Even though wc he%v to the old line of evaluating the 
successful acaimulation of data, educators arc trying to incorporate 
the concept of growth in a marking ^slem designed largely to 
evaluate on a factual scale. It seems a little strange to some of us 
tliat, in spite of the fact that the letter scale was introduced because 
teachers could not mark as accurately as the percentage scale sug- 
gested, teachers are now being asked to es’aluate that which is vastly 
more difficult and more often than not defies evaluation. 

These attempts at improving marking might well be called partial, 
analytical markings or ratings. FranWy, taking the long look ahead, 
they’re in all probability doomed to failure for at least the following 
reasons: 

First: teachers are asked to perform a service beyond their 
capacity. \Vhat teacher in a junior or senior high school can fairly 
evaluate eleven or more citizenship qualities for a hundred or more 
students? . . . 

Second: it is extremely doubtful if the growth of citizenship 
qualities or character traits can be promoted by so direct an ap- 
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proadi as that of marking. The greatest things in child growth may 
very well be by-products of engaging in worth-while learning 
activities. . . . 

Tliird; no partial analytical working scheme, however accuiale, 
can tell the true story. It is a persons behavior or reaction based on 
the totality of his personality that is important. All parts of a person 
function as a synthesis in e\'ery act. 

Pourth: what has been learned about how children grow educa- 
tionally would seem to suggest less marking, not more. . . . 

Fifth: too much time and energy are consumed in an enterprise 
which promises so little to the idtimate objectives of education- 
There is just so much energy and time available, and these should be 
employed for maximum results.* 

In most communities there are probably both teachers and 
parents who are dissatisfied with the marking system currently 
in use. The following quotation taken from the Rocky Mountain 
News for November 28, 1949, may be atypical in language but 
It is very typical of the feeling of some parents concerning mark- 
ing and reporting systems. 

“What are the schools trying to hide from parents by sending 
home a report card full of nonsense, with no room on it for the 
facts or percentages of the child’s progress? 

“Recently I asked for these facts and percentages, and they 
told me to stay home from work and come see them so I could 
get those facts. 

“Just what — am I paying taxes for?” 

TnAnmoxAL Makkinc Practices HA^’E Many Snorrrcosrixcs 
Because of the fact that most secondary schools do use a 
five-point marking system it is considered representative of 
traditional marking practices. 

Earlier in this chapter it was stated that neither per cent 
grades nor letter grades really tell anyone how much a student 
has achieved or how much bis behavior has changed as a result 
of school experiences. Traditional teachers, who teach as if the 
sole purpose of education in American democracy is to help 

• Lemuel R. Jolmson, “BepOTtwg Pupil I^ogress in the Junior and SemoJ 
High ScKooU." The Bulletin oi the NaUonal Association rf Secondary School 
Principals (March. 1950). \'6L SI. Na 169. pp. T7-78. 
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students !eam subject matter, >vou1d take exception to iliis 
statement. They would argue that an A grade in American 
History is based on knowledge of subject matter. They would 
also argue tliat one can measure t!>e extent of knowledge ac- 
curately by the use of standardired tests or informal teacher- 
made tests such as those described in the preceding chapter. 
Tliey are partly right. 

There are two major fallacies in their argument. An A grade 
given in American History in one school may be earned by the 
best student in the history class. However, there is evidence to 
prove tJ)at tliis same A sludeot might ha^’e been given an F 
had he been in anotlier school in a different American history 
class.’ Or Iiis grade might have been B, C, or D. Tlien what 
does the A mean? Can we assume that an A student is always 
one of the best students in a given class? Unfortunately it 
seems as if even that assumption is incorrect. 

Lobaugh, reporting in an article on girls and grades, pre- 
sented evidence that A grades are not necessarily given to those 
who have learned the most subject matter.* The Myers-Ruch 
High School Progress Test was used in this study. This test 
Includes 30 items each in lire fields of English, mathematics, 
science, and social studies. Tlie following paragraphs present 
some of the results of a comparison of scores on the achievement 
test xvith grades assigned hy classroom teachers. 

Iti scoring the 1940 tests, we received our first shock when we tried 
to find the papers of the valedictorian and salutatorian of the class 
(these tests, as indicated, were given at the end of the senior year). 
Now the graduating classes at this lime were numbering 250 or more 
each year, and the scliool had a strong academic tradition, so being 
number one and number two scholar in the class on a three-and-a- 
half year average was no mean feat. These indiriduals were girls, 
as usual. But we had to go down 36 scores from the top to find the 
xaledJctorian, and 105 scores down to find her running mate. In 
1941, the corresponding individuals did a little better. The valedic- 
torian (a girl) came up to 19lh place, aud the salutatorian (a girl) 
CTicswkd ooly by 41 VEwaabere q£ thft cla.M. 

r William L. WrinWe, op. cU., p. 40. 

*Dean Lobaugli. “Girls and Grade*: A Signifiwiit Factor In EvaluatioD," 
School Srienceo ^ iJolhematica (December, 1947), Vol. 47, No. 9, pp. 763-774. 
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On the contrary, on the 19-JO lest, a boy wlio ranhed 49th on 
seven-semester scholarship averages was second on the test, ranking 
at the 9S percentile mark on llic nation-wide norms. (This fellow 
later studied at California Institute of Technology, and is now a 
college instructor in physics.) But this is the most striking ohsersa- 
tion: tlie boy in tlje class who ranked first on the acliievcment test 
actually was so poor a class performer that he failed of graduation, 
and required another year of high school to finishl 

One of the difficulties in detennining just what an A means 
lies in the fact that it may be based on fixed standards, achies e- 
ment in comparison to the student’s ability, or achievement in 
comparison witli oUicr members of a class. Most teachers use 
a competitive marking system so an A usually is supposed to 
mean that the student is very good in comparison to other mem- 
bers of tlic class. 

A competitive marking system is not only psychologically un- 
sound, it is also ^'e^y undemocratic. If public schools are really 
intended for all the children of all the people and the education 
of every citizen in a democracy is desirable, competitive mark- 
ing cannot be defended. It is not democratic to use a system 
that encourages citizens of high scholastic ability’ and dis- 
courages or eliminates those with less ability to do tlie things 
required in public schools. The old argument tliat all people 
compete for the essentials of adult living, and that com- 
petition in schools is good preparation for later life, ignores 
the heterogeneous nature of a school population. Any ninth 
grade class may include future doctors, dentists, teachers, 
farmers, clerks, and day laborers. People in these different 
vocations certainly do not compete with individuals in other 
vocations in adult life. There is no logic in forcing such com- 
petition in public schools. There are many opportunities for 
a more legitimate use of competition in public schools than in 
detennining school marks. 

The Conflict Between Theory and Practicx 
The preceding discussion of marking practices and report 
forms indicates the existing confiict between theory and prac- 
tice. A beginning teacher is not free to abandon the use of 
marks or to change markuig practices to suit himself. He is 
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expected to conform to the traditional procedures Nvilliin any 
fndii'idi/al school or sj-stcm. Wore harm than good results from 
any single-handed attempts to revolutionize marking and re- 
porting sj’stems. The most any individual can do is to promote 
a study of the existing system by all faculty members. Such 
study may result in desirable improvements. 

It is important to remember that the theoretical solution to 
the problems that grow out of assigning school marks is to 
abandon the use of marks. Because of the variety of uses made 
of marks this is an impractical solution. 

Recommended marking practices. Since most people who 
pay any attention to school marks believe that they indicate 
nclu’cvcmont in suhfect matter areas, they should do this as 
accurately as possible. This will be true until such time as adult 
education programs result to general public understanding of 
the fact Uiat the functions served by marks can be better served 
by other means. 

No tenclier can be even reasonably accurate in marking stu- 
dents unless the ability level of the students is kmown. Informa- 
tion about reading level, I.Q., and informational background 
can be obtained by using measuilng instruments similar to 
those described in chapter 12. With this information available 
it is possible to determine the approximate number of students 
who should be able to do A, B, C, D, and F work. Further use 
of measuring instruments that test acliievement in subject 
matter areas will provide data that can be transformed into 
letter grades. Tin’s procedure may result in few A’s and B’s 
or some otlier seemingly unequal distribution. The advantage 
lies in the fact that an A student is determined on the basis of 
much larger population than the local school. An A from one 
school tends to mean the same as an A from another school. 
Classes do vary in ability and any given class may be good, 
average, or poor in comparison to the large populations used 
in standardizing tests. These s'ariations will be evident in the 
number of different letter grades assigned. These statements 
can be summarized by saying that there should be no attempt 
to mark on tlic so-called normal curve. 

Strict adherence to the principle that a grade represents 
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achievement in a given subject or area in comparison with a 
large population svill lend to remove the discrepencics in grad- 
ing in different schools. Poor students, as compared to this 
large population, know that they are not achieving at the levels 
many other students do. Tliey are far less likely to set goak for 
themselves that there is little chance of achieving. Parents and 
other counselors also profit from this comparison to larger 
populations. There is greater likelihood that students wall be 
guided into fields where their chances of success are good. 

Remember that this suggestion is based on the assumption 
that marks must be given to students. It does not change what 
has been said about marks being ps)’chologicaUy unsound and 
undemocratic. Many leadiers, who are trying to make the best 
of a had situation, make a further attempt to decrease the mils 
of marking by not failing any student who is achieving up to his 
capacity. A D is often given to a student who should fail if the 
comparison to large populations is rigidly followed. This is an 
inconsistent but commendable practice. There are very few 
scliools in which the administration would object to passing 
students of low ability even though their achievement is not up 
to what are considered acceptable standards. 

Improcing marking and reporting is a faculty problem. The 
best available report on a scdiool that has gone through the 
process of improving its marking and reporting system is 
Wrinkle’s Jmprocing Working and Reporting Practices.* The 
teachers involved in this study finally reached agreement on a 
list of seven general objectives, stat^ in terms of behavior, of 
all teachers, courses and activities. 

1. He directs his individual activities effectively. 

2. He follo\vs plans and directions. 

3. He gets along well with others. 

4. He takes an active part in group living. 

5. He speaks correctly and effectively. 

6. He takes good care of personal and school materials and equip* 
TOSOt. 

7. He observes attendance regulations. 


' William L. Wrinlde, op. tit. 
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Each of these seven general objectives were further broken 
down into specific behaviors. The first is reproduced here to 
show the nature of these behaviors. 

1. He directs his individual activities effectively. 

1.1. He begins work promptly. 

1.2. He makes good use of his time. 

1.3. He requires a minimum of supervision. 

1.4. He does more than the least that will be accepted. 

1.5. He meets his responsibilities promptly. 

After the task of breaking down general objectives was com- 
pleted Uie teachers set up the objectives of courses in terms of 
specific behaviors. The specific objectives of social studies 
courses that resulted follows. 

SOCIAL STUDIES 

1. He constructs and reads maps, graphs, and diarts. 

2. He locates places referred to in the study of current problems. 

3. He explains cunent problems by recalling correct, significant, 
related historical information. 

4. He recognizes propaganda and prejudiced or otherwise un- 
reliable informaeion. 

5. He reads newspapers to secure appropriate information con- 
cerning current problems. 

6. He reads magazines and pamphlets to secure appropriate in- 
formation concerning current problems. 

7. He listens to radio programs and speakers to secure appro* 
priate information concerning current problems. 

6. He expresses ideas by drawing or interpreting cartoons and 
pictures. 

0. He constructs bulletin boards and displays. 

10. He eiqpresses ideas by using music., dramatics, or literature.** 
These teachers then began marking students on botli general 
and specific objectives using the symbols O, S, N, PN, U, and IE 
meaning outstanding, satisfactory, needs to make improvement, 
has made unusual progress but needs to make further improve- 
ment, unsatisfactory, and insuflScient evidence on which to base 
evaluation. They learned that far their purposes it was in- 
advisable to use different reporting forms for each course or 
activity and finally developed one form. They continued to use 
10 waiiam L. Wrinkle, op. dt , pp. 103-104. 
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the lists of specific objecliws for courses and activities on 
mimeograplied student's self-evaluation forms. The report card 
sent to parents is icproduced on the following pages. 

EVALUATIO.N’ OF STUDENT ACHIEVEMENT 
COLLEGE men SCHOOL of 
COLORADO STATE COLLEGE OF EDUCATION 
AT GREELEY 

I^t— 

Student SeconJjiy School Venn Djte of tWs Report 

fl»; 5 to IS 

Course or Actt'it>' tVecLs Enrotinl Regular Period* Each tVeek 

GENERAL OBJECTINTIS-. Tlse evatnation of iLc atudcnl's atWevement of the 
tweKe general objectives v.lueh follow is made in Irms of what normally might 
be exDcctcd of students of simitar age and schoiJ placement. O — OUTSTAND- 
ING. S- SATISFACTORY. K- NEEDS TO MALE IMPROVEMENT. U- 
UNSATISFACTORY. X - INSUFFICIENT EtIDENCE OR DOES NOT AP- 
PLY. Specific Behaviors Especially Responsible for 0. N, or U EvalusHow *re 
ChecIcQ^ SpcdCe Cacnmeeits Particularly with Reference to O, N, and U 
Evaluations Are tt'nttcn On The Opposite Side Of This Sheet. 

1. HE DIRECTS Ills LNDUTDUAL ACnvITlES EFFECm'ELY ( I 

begins work promptly { ) mahot good use of time ( ) reriuirea minlmuin 
supervision ( ) does more than the least that will be accepted ( ) 

meets responsibibtics 

— 2. HE FOLLOWS PLANS AND DIRECTIONS ( ) listens to and reaiU 
directions carefully ( ) foUow-s and cumpletes plans and directions which 

have been set up 

_3. HE GETS ALONG WELL WTTll OTHERS ( ) is considerate of nsh® 

and washes of others ( ) is courteous and tolerant ( ) controb his tem- 
per ( ) conforms to reasonable social standards 

— ^ HE TAKES AN ACT^Ti PART IN CROUP LIVING { ) partoipsW 

in group planning ( ) volunteers his services ( ) docs hu share w 

group activities 

— 5. HE SPEAKS CORRECTLY AND EFFECrKTILY ( ) speaks clearly 

( ) adpists his voice to the size of the room 

— 6. HE TAKES GOOD CARE OF PERSONAL AND SCHOOL MATERLtLS 
AND EQUIPME.NT ( ) shows respect for property ( ) doc* not waste 

or damage materiab or equipment ( ) returns things when due ( ) 

reports breakage and loss 

— t. HE OBSERt'ES ATTENDANCE REGULATIONS ( ) is regular and 

prompt in attendance except for approved causes ( ) arranges m ad- 
vance for absence when possible ( ) takes initiative in making up work 

missed ( ) makes proper use of school health service 

— 8. HE READS WITH EASE AND UNDERSTANDING ( ) selects 

portant ideas ( ) understands and evaluates what he reads ( ) reads 

with reasonable speed 

— 9 HE EXPRESSES IHMSELP CORRECTLY AND EFFECTHTLY IN 
WRITING ( ) expresses fdeais clearly ( ) uses correct grammatical 

fonns ( ) punctuates ctHrectiy ( ) speUs correctly ( ) writes legibly 
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—10. HE UTILIZES AVAILABLE SOURCES OF LEARNING MATERIALS 
( ) selects and uses appre^'ate soorces of infonnat'on ( ) uses library 

and library tools effectively ( ) effectively engages in interview and ob- 

servation 

_11. HE USES THE PROBLEM SOLVING METHOD ( ) recognizes prob- 
lems { ) States problems clearly ( ) collects and records appropriate 

information ( ) arrives at sound conclusions 

_12. HE USES THE BASIC SKILLS IN MATHEMATICS ( ) uses ac- 
curateJy the simple fuodamental eombinatioas ( ) computer wit}i reason- 
able speed ( ) uses fractions and per cents conectly ( ) selects correct 

processes 

SPECIFIC OBJECTIVES; The spedfic objectives of each coune and activity 
have been discussed with tlie student and used in classroom instruction and 
evaluation aetivitfes. 

Ills achievement of the tpcdfic oblecHocs of this course or activity has been: 
belter Uian consistent with poorer than 

what reasonably might have been erpccted of him in terms of his 
background and ability. 

Such tliat full credit is not recommended on admlaistrative records. 

Such that he cannot be recommended for admission to college courses 
or training programs to which this course is prcreijuisite. 

Such as to justify encouraging bun 
to enroll in ■ 

not to enroll in 


Supervisiog Teacher 

This section is for record purposes and is to be detached before the report is 
issued to the student or his parents. 

ACTUAL 

ACIHEVEMENTj 

Outstanding Above Average Average Bdoiv Average Very Poor* 
EXPECTED 
ACHIEVEMENT! 


STUDY AND DISCUSSION 

1. What are some of the traditional reasons for marking students on 
their work in school? 

2. Wjy do many teachers dislike the task of assigning grades to 
public school students? 

3 Which of the marking systems described in this chapter seems 
most salisfactor)’ to you? Why? 

4. What are the advantages and disadvantages of the conference 
system of reporting to parents? 

5. ^^^lat are tlie advantages of a five-point marking system? 

• Adiusled credit rcconimeadatioa (in full year courses only): 1/3 112 2/3 
Tegular credit should be allowed. 
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6. \Vhat are the arguments for and against any type of competitive 
marking system? 

7. ^Vhat are the objections to a report card that includes a large 
number of traits to be rated? 

8. How is the practice of assigning passing grades to almost all 
public school students most commonly defended? 

9. \Vhat are the arguments favoring the marking of students in 
terms of their abilities? 

10. Prepare a report card that you would be willing to send to the 
parents of your students. 
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David E. Willis 


Every beginniog tMcber sbouJd have a clear understaodiog of 
the legal bases for public education and the structure and opera- 
tion of die public schools not only in the local community In 
which he is teaching hut also at state and federal levels. He 
should understand the roles both teachers and other citizens 
will bo playing in that program, and what is being done by 
them to Improve the quality of learning experiences children 
have in the public schools. 

The teacher cannot concern himself solely with what happens 
in his Own classroom if he is to mahe a real contribution to the 
growtli of the youth in his care. He must maVe a continuous 
effort to know the people of the community, children and 
adults, and to understand where the public school program fits 
into their lives. 

Tire Organization of Pubuc Education 

Education has become a function of the state. In a democratic 
society every parent has the right to some control over the con- 
duct and education of his children, so long as his ideas are not 
definitely harmful to cliildren. As this nation has grown, Ameri- 
can citizens have gradually delegated more and more of their 
responsibility for educating their children to the public school. 
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This desire of parents to have their children educated in an in- 
stitution created speciBcally for that purpose has resulted in 
the development of a system of puhUc education in the United 
States that is unique among nations. Tlie organization for this 
system is based upon the concept that 
The American public school is an extension of Jhe home, through 
specific delegation of power by n public act of the citizens to the 
individual state, and represents a partnership between the parent 
and the state, necessitating the active interest and intelligent partia- 
pation of parents in the educational program.’ 

Parents cooperate with teachers in the detcnninalion of what 
educational experiences will be provided for tlieir children and 
in the operation of the schools in order to provide this education. 
Education of children thus is kept close to the parent, yet the 
people of the community have the power to modify the educa- 
tional program in the best interests of all. 

Legal origin. The duty of the parent to educate his children 
stemmed from English commoo law and was brought to th« 
American continent by the English colonists. Tliese pioneers 
regarded highly their respoosibillty for educating their children 
and moved to cooperate in the establishment of communit)’ 
schools. A system of such “public" schools gradually spread 
throughout the colonies. Although at first they were over 
shadowed by private and parochial schools, they in time passed 
the private institutions in numbers and scope. As the s>’Stem of 
public education developed, the control of parents over educa- 
tion of their children was progressively decreased and the con- 
trol of the state was increased in the best interests of all- 

in 1642 to 1647 tw’o Jaws were passed by the Massachusetts 
Colony. These constituted probably the first state action 
public education. One law required each to\vn to teach it® 
children “reading, xvriting, rebgion, and the colonial laws;” the 
second gave the town authority for general taxation for support 
of the schools, but the taxes were not generally’ collected. Other 
colonies soon copied this or^nization, and it became fixed m 

' Arthur B. hfoehlmari, Schoot Adtninatratiott (Bostoo, Moughcon MiffliB 
1940), p. 131. 
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Uie thinking of the colonists as they moved westward. This 
educational organization set the pattern for two basic tenents 
of public education; state action in educational matters and 
local control of public education by the community. 

Another step ocairred during settlement of land in the North- 
west Territory after the Revolution. In a bill governing sale of 
land in the territory, provision was made for reserving a section 
of land in each township for maintenance of public schools 
Nrithin that township. Later two sections, and in some of the 
western stales four sections, were reserved for this purpose. 
Profits arising from use or sale of that land were to be spent for 
education according to the will of the residents. This policy 
of giving land to tlie local communit)’ for educational purposes 
marked the beginning of many similar federal educational land 
grants during the nation’s development. The federal land grant, 
howe\’er, is not a significant source of school support today. 

Education at this stage in the nation’s history did not seem 
to be a primary issue. The provision for land grants was very 
likely set up to serve as a means of encouraging migration to 
Nvestem lands. In the Constitutional Convention, education was 
probably not significant as a national problem in comparison 
witli other more immediate needs. Tlie Constitution ns origi- 
nally adopted contained no direct preference to it. There has 
been no reason why tlie federal government should not par- 
ticipate in public education; it is probable that originally it 
was too poor or too preoccupied with other matters to do so. 
Thus, by what might be termed "default,” public education has 
evolved as a function of the stale gos'emment. 

It has been asserted tliat education is solely a prerogative of 
the state because the federal Cojistitulion does not specifically 
mention it. In commenting on court decisions bearing on this 
problem, John S. Brubacher says: “The final impression to be 
left with students of education is Uiat the future objection to 
national activity in education will have to be fought on the 
point of fact or policy and not that of law or constitutionality.”* 

®“The Constitutionaljfy of a Nstional S>steni of EducoHon in the United 
Slates,” Scfkwf and Sodety, 46.417-123, Oct. 2, 1937. 
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The key to a further step in development of the public edu- 
cational structure can be found in the first ten Amendments to 
the federal Constitution — the “Bill of Rights.” The first Amend- 
ment provided for freedom of teaching in recognizing legally 
freedom of speech and of the press, and the right to peaceful 
assembly, which were already established in principle. 

Organization of public education in the states was provided 
for in their written constitutions, reflecting the people’s aware- 
ness of the need for a system of public schools. The legislatures 
of the various states have developed a series of statutes relating 
to the education function,, setting up ways and means by which 
children in a state are educated. Some of these laws are manda- 
tory in nature, setting up requirements that constitute a mini- 
mum program. Others are permissive, delegating activities and 
powers to the local community for conduct of its schools accord- 
ing to the desires of its residents. The state school code, com- 
prising all statutes relating to public education, is subject to 
judicial review by the state courts in regard to the relationship 
of any individual law to the state constitution and general 
powers reserved to the slate. In the legal history of public 
education, interpretation of educational laws by the courts has 
consistently reaffirmed that education is a responsibility of the 
state. 


Levels of Educational Contbql 

Control over public education has remained close to the 
people. The practice of delegation by the state to a local govern- 
mental unit of tlie power to create and maintain a public school 
system has become a general pattern of educational control- 
It is probably a result of the early states not having sufficient 
resources to subsidize schook. As social conscience and slate 
treasuries have grow-n, the stale has accepted the concept of 
shared financial responsibility. There are four principal levels 
of control in the organization of public education: local, inter- 
mediate, state, and federal. 

Local units. The administrative unit at the local level has 
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usually been termed llie “school district” The original school 
district Avas the small community, combining urban and niral 
populations. As towns became larger in area and population, 
the original small communities evolved into separate school dis- 
tricts. Tills has resulted in a great number of small units for 
administering schools, each in a geographical and population 
area that is usually artificial in nature. 

Tlie legal nature of these local school districts is unique. 
It is actually a unit of the state government, created by the 
state to cany on a state function. The local school administra- 
tive unit and the corresponding unit of political go%'emment are 
separate and distinct even though their physical boundaries 
often coincide. A municipality is the creation of people resident 
within its corporate limits and Is concerned primarily with 
matters relating to the promotion of their welfare. Lay people 
who serve on the board of education are actually officials of a 
state agency with powers vested in them by the state, having 
largo aiitliority in almost all matter concerned with the educa- 
tion of children in the public school of that local district. 

Legislature responsible. The school district is a creation of 
the legislature of tlie state. Its boundaries and its powers in 
respect to tlie educational program are determined by the state 
legislative body. This means that all of the people of the state, 
acting through their representatives in the state government, 
arc able to tell the residents of one district tliat they must have 
a minimum amount and quality of education for their children. 
It is more than just a local concern whether or not these children 
are educated. If changes in boundaries or powers are considered 
necessary by the state legislature, this body may act to make 
sucli changes without securing consent of the local residents. 
The only restraint to such action by the legislature is the limits 
and powers set in the state constitution. In actual practice such 
changes are made quite gradually and are greatly influenced by 
the needs and wishes of people in the local community. This 
is as it should be in a democracj'. 

The local unit of control tak« a variet>' of forms in different 
sections of the nation. It will be profitable for the teacher in 
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any stale to study tlie structure of the local school district in 
that state and the type of control over the educational program 
exerted by the representatives of the people in the comrounitj’ 
in wliich he is or will be teaching. An initial understanding of 
the x-arious arrangements for administrative control in the 
communit)’ should serve as a basic framework upon which care- 
ful research can build a more detailed understanding when the 
teacher is in serx'ice. 

Five types of local units: city or urban districts. Such ad- 
ministrative units usually coincide with the municipal unit of 
government in a city. A board of education is generally elected 
although at times it is appointed for the school district, and the 
board employs a superintendent to whom is delegated re- 
sponsibilitj’ for administration of the educational program. 
Usual practice is for the s<diool board to subdivide the school 
district, an administrative unit, into a number of smaller 
termed attendance districts. The city-district unit can be found 
in every one of the 48 states. 

Common school district. With variations thk administrative 
s)’stem exists in 26 states. School districts x’ary greatly in siie, 
shape, school population, and plan for control oi the educational 
program. The plan found in the majorit)' of such units is 
board of education haxTng almost fuU responsibilitj' for public 
schools xvithin the district boundaries. In a great number of 
such districts there is only a one- or txvo-teacher school, ad- 
ministered directly by the lay board of education with a mini- 
mum of professional superxision. (See Chapter 1 for the num- 
ber of such districts. ) There has been a groxving trend tou'a^d 
cousoUdation of a number of small districts, each of which may 
hax'e previously maintained a high school, into one large high 
school district in order to increase the size and scope of the 
high school program for youth lixing in the several member dis- 
tricts. In a number of states these high school districts have 
been superimposed on the origina! school districts svhicb stiD 
maintain their elementary sdiool, the high school district 
and the elementary school districts rach being controlled by 
separate boards of education. 
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mendation ol teachers to local boards; apportionment of state 
and county school funds to the local units; and employment of 
educational specialists to help teachers in all the individual 
schools. The county superintendent thus may be a “direct 
operator” in a county unit or a “staff officer” in a county that 
has a dozen or more independent districts. 

The supervisory union. In certain rural areas where the dis- 
trict or townships cannot each employ a superintendent for their 
own local unit, several units have joined forces to secure pro- 
fessional supervision. Usually there is a hoard of directon fos 
the union made up of individuals elected from member districts. 

State control. Since education is actually a function of ih® 
state, there is need for an overall organization to see that the 
state's program for education is accomplished at the local level. 
Its operation would be based upon the premise that certain 
phases of the education function can best be performed by a 
centralized agency on a state-wide level, In general, this state 
organization provides educational leadership for all educational 
units in the slate. The major activities of the state oiganizati<» 
include: (1) overall planning and organization of the states 
program for education. This does not mean that no plans arc 
made by the local unit; rather, a framework is organized at the 
state level for more detaOed educational pl anning at the local 
level. (2) Coordinating execution of educational programs by 
local school administrators. (3) Financing of the state’s pro- 
gram through provision of money from state funds and equaliza- 
tion of cost among local units on the basis of their ability 
support education from local sources of revenue. (4) Establish- 
ing certain basic standards for education of children that mu^ 
be met by the local unit. (5) Continuous evaluation of th® 
effectiveness of educational programs within the state and r®* 
search toward their improvement (6) A clearing-house of 
information on educational programs and practices among 
schools. 


The state organization generally consists of a state board o 
education, a chief state school officer, and a state department oi 
public instruction. The state board of education is an advisory 
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body composed of individual members appointed in most cases 
by the governor; in addition, on many boards there are cx 
officio members, i.e., persons holding some otlier political office 
which automatically places them on the state board of educa- 
tion- These boards have jurisdictuin over eleraentarj" and 
secondary education and, in a few states, also over higher edu- 
cation in slate-supported institutions. 

The chief state school officer is selected in several of the 
states by popular election; in other states he is either appointed 
by the state board of education or by tlie governor. His title 
usually is “Stale Superintendent of Public Instiuction"; in a 
few states this title has been changed to “Commissioner of 
Education.” His role is that of an executive responsible to the 
state department of education for leadenhip of the state public 
school program. The relationship between this officer and the 
state board of education is theoretically parallel to that between 
the local superintendent of schoob and the district board of 
education, but actually it is less clearly developed. 

It b generally recognized that belter educational results are 
attained with an appointed state superintendent rather tlian 
with an elected superintendent. Stale superintendents have 
built up staffs of professionally trained people to assist them in 
the execution of their powers and duties; together, the superin- 
tendent and his staff comprise llie State Department of Public 
Instruction. 

The Texas plan. The efficiency with which the state depart- 
ment performs its functions is adversely affected in many slates 
by inadequate financial support and insufficient personnel. 
Another inhibiting factor has been tl>c partly political and only 
l»rtly professional diameter of the office of the state superin- 
tendent itself, espedally in states where he is elected by popular 
x-olc. Salary inconsistent with the nature of the position, a short 
term of office witli consequent lack of tenure, and political 
pressure arc a few of tlie factors tiiat have tended to keep highly 
trained professional school administrators out of the position. 

There arc state departments, hosvcver, that arc pro\’iding 
real leadership to educators and la>Tncn in their respective 
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states toward continuous improvement of educational programs 
in the local schools. Texas offers an example of this trend toward 
professionalization of the stale department.® Recently the Texas 
legislature set up machinery for a 21-man State Board of 
Education, one member to be elected by each of the United 
States Congressional Districts in Texas. This board has been 
empowered to select a commissioner of education to can>' out 
its policies and to serve as its executive officer. The com- 
missioner and !iis staff, together with the State Board, make 
up what has been termed the Central Education Agency. 

In those states where definite progress has been made toward 
improvement of the state organization, there has been marked 
educational progress among local schools as a result of the 
leadership and functioning of the state department. To illus- 
trate the broad scope of the state department’s functioning, the 
following description of Its activity is given: * 

In outstanding state educational programs, careful prortsioo is 
made for the improvement of instruction, adequate finance, func- 
tional school buildings, the total welfare of children, safe transporta- 
tion, competent teaching personnel, the health of pupils and teoch^, 
suitable supplies and equipment, and other considerations essential 
to good education. The state department formulates uniform a^ 
counting procedures, requires specific information from local cm- 
tricts, interprets educational needs to the legislature, directs the 
teacher tenure and retirement systems, issues teaching certificates, 
and exercises general control over institutions for juvenile delin- 
quents and exceptional children. 

It is expected to assume leadership in promoting educational 
progress. This is frequently done through sponsoring and organiz- 
ing conferences for the discussion of current problems, providing 
spedal adWsory sersices, publishing research studies, issuing 
tical pamphlets for the use of administrators and teachers, and 
seizing as an agency to stimulate and assist local districts in the im* 
provemenl of their osvn educational programs. 

Besides these services, the department of public instruction is re- 
quired in all states to administer the laws pertaining to the dis- 

s For further informabon see J. Warren Hitt "The New Texas State Board of 
Educahon,” School EiecuUcff 69:39-40, AprU, lOSO 
* Leo M. Chamberlain and Leslie W. Kindred, The Teacher and School O'- 
ganization (New York, Prenbce-Hall. 1949), p. 68 
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trihiition and apportionment of slate funds, building safety, trans- 
portation, school board regulations, and in some states to siiper\-ise 
the issuance of all state licenses for professional and nonprofessional 
ranging from medical practitioners and barbers. 

The federal government in education. Tlic fetlcral govern* 
ment plays a definite but secondary role in the educational pro- 
grams of the nation’s schools. Since education has develox)cd 
os a /unction of the state, as \ve explained earlier in this cliapter, 
the federal government has no direct control over public edu- 
cation in the states. There has been a steady growth in the 
participation of the federal gos-emment in tiie states programs 
Uiat has caused concern among some educators. It is their 
fear that increased federal participation at the state and local 
level may lead away from education controlled largely by llie 
people most closely affectetl - l.o., the local community — 
toward a centralized control. 

Financial aid.® The federal gox'cmmont has offered financial 
inducements to the schools for undertaking programs of voca- 
tional education partiailarly in home economics and agriculture. 
There has been a consistent policy of federal land-grants to 
states and local communities, as referred to earlier in this chap- 
ter. In addition, during certain periods of crisis, emergency 
funds have been granted to local districts; tliese has e includctl 
direct aid to rural districts in the depression years of the 19.30’s, 
granb for construction of school buildings under the public 
works program, subsidizing of local programs under which war 
svorkers were trained during World W'ar II, grants in lieu of 
ta.xes to districts xvhere a sudden inDax of workers on fexleral 
projects lias brought a corresponding increase in school popula- 
tion without an increase in local la.x resources. 

Special educational programs. In certain instances the federal 
government has hj-passetl state govcrmnenls to set up its own 
educational programs w’hich the states or local districts have 
been unable or unwilling to .assume. Tlicse have included the 

* For an cihausti'e COT^CTage of Uk- dunneU to’ wtiirfi Wcral riotwy 
fci bHng fiimistird (o educotiorul pfojttam* tr* Zeno B Kallprl** and Ruth E. 
PAp. Compdatlm of Lovt and FrorofaU Rrtrtfcig lit Federal Aid to Eduealim 
{rXinnan. State CoJleje of Washington. 1919), <31 rP- 
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National Youth Administration, the Civilian Conservation 
Corps, and the so-called “G.I. Bill of Rights.” In this latter 
program, veterans attending schools and universities in local 
communities received mon^ directly from tlie Veterans Ad- 
ministration for educational expenses and subsistence, and the 
institutions in turn received money from the same agency for 
tuition costs of each indh'idual veteran. 

Other educational programs. There are a number of videly 
different types of schools included in this classification: public 
schools m territories and colonies; schopis for members of the 
armed services such as the United States Military Academy at 
West Point, the Nava! Academy at Annapolis, and special 
training schools; Reserx'e OfiBcer Training Corps (ROTC) pro- 
grams in universities and some secondary schools; schools for 
Indian children on reservations; schools for children of mililsry 
and civilian personnel in occupied countries. 

The V.S. OQice of Education. This service agency of the 
federal government has no direct control over education \vithin 
states and local communities. Among its functions are included 
research studies and surveys on educational problems of in* 
terest to educators and laymen throughout the nation; informa- 
tion on educational matters is published in bulletins, in a 
magazine called School Life, and in various circulars. It co* 
operates wth state and local units in the administration of 
federal grants, and provides leadership through consulati'C 
services of various staff members of the Office and planning of 
conferences and meetings on issues of concern to educators 
over tlie nation. The U.S. Office of Education has been of great 
influence and service to schools in the local communities and its 
role as a service agency is steadily increasing. 

Financial Suppoirr or the Public Schools 
The resident of the local community pays the major portion 
of the bill for the educational program through direct and m* 
direct taxes. The parent and non-parent adults of the local 
community have the responsibilify to determine how their chil- 
dren shall be educated and the accompanying duty to pay for 
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the education that is proWded in the public schools. There are 
two very important considerations in a study of a commumt)’’s 
support of its schools; \VJiat is tlieir ability to pay for an 
adequate educational program, and what effort are they making 
to pay for the quality of education their children need? Schools 
cost money, and tlie better the services the more money is re- 
quired- Since the public sdjool is an expression of the concern 
of the community for the welfare of its children, the quality of 
the educational program is in direct proportion to the com- 
munity's willingness to support that program. 

The principal source of funds has been the general property 
tax, a tax upon property belonging to individual residents 
and organizations in the community. Real estate is the most 
tangible form of propert>- upon which the assessor can place a 
value; hence, it bears most of tlic tax burden. The value of the 
taxable property \vithin the district as determined by an assessor 
constitutes the ability of tlial district to pay for its schools. The 
actual amount they are pa>'ing In relation to what they are able 
to pay determines the effort they arc making to provide edu- 
cation. 

Ability to pay varies greatly among districts within a par- 
ticular state and over the nation as a whole. Within one dis- 
trict there may be a great deal of property that is low in 
value; within another there may be large industrial or railroad 
properties. Many of the poorer districts are required to levy a 
much heavier tax burden on the Indh-idual taxpayer in order 
to support schools than is the case in the wealthier districts. 
Tlius, they are malcing a far greater effort to provide education 
tlian the more able districts, «J»o, when they wish, are able to 
support outstanding educational programs. 

State stipporf. Tlierc has Ixfcn a steady trend toward assump- 
tion by the slate of an increasingly larger share of the financial 
support of the schools. Justification for this state nipport lies 
first in the principle that education is a function of the state and, 
therefore, the state should help pa)*; second, glaring inequalities 
among local districts in ability to pay necessitate outside aid if 
all children in the state are to haw even approximately equal 
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opporhinity to be educated. Money for school support by the 
state comes from taxation of personal income, a retail sales tax, 
gasoline taxes, licenses, interest from permanent school funds 
originally based on income from school lands granted by the 
federal government, and other miscellaneous sources. 

Practices vary among states, but distribution of these funds 
by the state to local districts is usually made on a number of 
different bases, among which are: average daily attendance of 
pupils in tlie local district, number of classroom teachers and 
specialist personnel, school transportation costs, and “equaliza- 
tion funds.” It is in tliis last category where state support makes 
the greatest contribution to the overall state program; poor 
districts receive proportionally greater amounts than those more 
able to roamtaln at least a certain minimum program. The 
degree to which the state helps support local programs varies 
widely among states, from more than 90% of the funds avail- 
able to the local district coming from the state in Delaware to 
less than 10% in states such as Nebraska. 

There is a growing need for improvement of the financing 
of school programs by the slate and local units. It is generally 
believed that improvement will result if only one or all of the 
following steps are taken: • 

Improving state support programs. ( 1 ) Residents of the local 
commimity and their school board must be allo\ved to levy taxes 
they feel are necessary for the kind of educational program the)' 
want without artificisd ta.x limitations or ceilings imposed by th® 
state. 

( 2 ) A more balanced partnership program between state and 
local units should be developed. Provision of funds on a partner- 
ship basis would call for reasonable local effort as well as that 
of the state. 

(3) Each state should develop a comprehensive, balanced 
program for distribution of funds to districts for all essential 
senices and facilities iacladiag ewrent operating expenses and 
provisions for capital outlay for buildings and equipment. 

( 4 ) Continuation of small inefiBcient local districts should not 

•Adapted from Edgar L. Mcs^^iel; “Kate and Local Financing of Sebod 
Programs," School Management, 19 2,19, Inly, 1930. 
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be encouraged through providing funds for services in their 
schools which cannot he Snancially justiCcd. If the local citizens 
srant to continue small high sdiools that can provide only 
minimum ser\nces at an etcessive cost per pupil, the extra cost 
should come from extra local elForl. 

(5) Uniform local assessment practices must be established 
that will accurately determine property valuation within eacli 
local district. If sufficient funds to support an adequate ecluca- 
tional program in the district are to come from the general 
property tax, steps must be taiccn to ensure the proper yield 
from Uiis source. The efforts made in many districts to support 
tlieir schools is far from what it could be at present lax lories if 
assessments were made accurately. Every district in the state 
should make an equal effort to support its educational program; 
equalization funds distributed to districts under such conditions 
really sers’e to correct educational inequalities. 

Many educators advocate the distribution of funds by the 
federal government on a similar equalization basis. They point 
out that many states do not have tlie ability to pay for 
adequate programs on a stale-wide basis, and that other states 
have the wealth but are not making an effort to pay what Is 
anyxvherc near their ability. The federal government can tax 
wealth wherever it exists and could distribute it where it is 
needed, thus ensuring tlial cverj- diQd in the nation would hax'c 
at feast a certain minimum education. 

The most generally favored plan for federal aid calls for dis- 
tribution of federal funds to the slate goi’emments which would 
in turn distribute them to local districts in llie same manner as 
they do their own funds. Under this plan tlie federal govern- 
ment would in no way indicate how their funds are to be spent 
and would demand no accounting from either stale or local 
levels. It is felt tliat this would prevent any degree of control 
by the. federal government of the local educational program, 
thus maintaining the local control of public education that is 
Uie basis of tlie whole educational .structure.’ 

’ In Jinuory, 1052, nich • plan for Mtn} aid for public *cboob had not rrt 
l-cm »-otrd. See chapter 4 on resuon* why funds axe not yrt availabJe. It it 
unlitclv that federal fuXKlt be voted for achool operation In the near fuhjre 
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Admenistratios of tiie Community’s Public Schools 

The public school system is probably the most democratic 
institution in the nah'on. A key principle upon which its or- 
ganization and operation is based is a faith in the ordinary 
citizen’s interest in the ^velfa^e of his children. In a democracy 
the interest of the few is supposed to be kept secondary to the 
best interest of all the people, and the laws of the land are 
framed in this spirit. 

Within the community, duly selected representatives of the 
people, ordinary citizens untrained in the technical know-how 
of education, cooperate with professionally trained persons to 
organize and maintain the public schools. It is in large part this 
lay-professional team-work that has made public education so 
effective in serving children and community. The board of 
education on the one hand, is sensitive to what education dio 
community and its children want and need and establishes the 
scope of the educational program. The professional school 
executive and the teachers, on the other hand, are in charge of 
the school s)'stem, coordinating what is done for children by 
teaching and non-teaching personnel. Tlie chief function of the 
citizen board is to elect an executive and to determine policies. 
The quality of the educational program is directly dependent 
upon the quality of the administrative and teaching personnel 
they select on the recoixunendation of the executive. 

The board of education. The local board of education b 
the agency created by the state to plan and manage the educa- 
tion of the children svilhin the commimity. To this agency the 
people have entrusted their right and responsibility for edu- 
cating their children, and the members of the school board are 
directly responsible to these people. They are government 
oiGcials, however, agents of the stale government, with far- 
reaching authority in practically all matters pertaining to the 
educational program. It is their function to put into effect the 
stale’s minimum program for education in the local communit>’« 
to adopt that program to the needs and wishes of the residents 
of this communitj', and to provide additional opportunities that 
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the community desires alxn’e and Iwyond tlie state’s declared 
minimum. 

Indi\-idual school board memlicrs arc rcprcsontali\cs of the 
people, trustees responsible for the well-being of their chihlren. 
It is important that only persons interested in seeing that these 
children have the best education possible be tlie ones who serve 
on the board of education. The American Association of School 
Administrators described tlie good member as one who Is: 

... of more than a\‘erage abitity in many ways. He is broad- 
minded and open-minded. He is willing to give substantial blocks 
of time to discharge his responsibilities ns a scliool board member. 

. . . (He) has a sense of humor and a capacity for hitman under- 
standing. lie is not so fliin-skinned that he cannot take criticism of 
cither the schools or the board — or of himself. ... He knows that 
his interest in the welfare of school employees is one of the best ways 
to make sure that the employees arc de%t)ted to the children. 

(He) relies on objective evidence and makes decisions on this 
evidence rather than on the basis of feefing. prejudice, or persooai 
interest. He takes responsibility easily, being willing to take a stand 
In the community for better schools. From this he docs not waw. 

The good school board member likes people and sees many of 
them, lie has friends; be is alBIiated willi imporfanl community 
groups. He is a strong indueiice in tlie community He uses this in- 
fluence to get good salaries and better working conditions for 
teachers and keeps the schools abreast of community needs He 
lielicvcs that the future welfare of the community is closely tied up 
with the success of the school system. Hi> goings and coinings in 
the district make for better understanding of the schools He makes 
friends for the schools. lie is an artist in making dcinocmcy work, 
because he knows how to Interest others in u cause that csisls for 
tlie purpose of einph.a$; 2 ing tlie ss-orth of each imlividual in society. 
He exercises a leadership that comes as near being iinseinsb as 
human beings can attain, for the promotion of public education 
means the furtherance of all sodal institutions in a tlemocracy. 

The great nu/ority of school Nianl mrmhers are sincere, 
honc-st, unselfish citizens who work long and liard to fulfill their 
obligations ami under whose leadership the cause of pulilic edu- 
cation is continuously progressing. Tliere luive hern, however. 

*Aiurricnn Associ.ition of StKool AdtnloWtaUics. Skhitci Kevrtii In Acllon 
( Wailiington, D C: lt»e AssocUtion, 1916 ), tV 27-29 
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graduation from high school, or in the incidence of moral and 
social delinquency among teen-agers and young adults, or in 
the unpreparedness of youth to face the problems of adult life. 

Not everyone in the community feels the same about what 
the schools are doing, and some elements of the population are 
more vocal in expression of their feelings than are others; some 
are better organized than others. 

Board members must sense the feeling of the community and the 
attitude of the pupils and of the teaching staff and must appraise the 
criticisms that drift to them from angry parents, disappointed 
businessmen, and long-tongued gossips. Board members must know 
how to detect the motives of the selfish and the envious; they must 
be able to analyze emotional outbursts of disappointed citizens, 
parents, and teachers; and they must above all be able and willing 
to distinguish the earnest efforts of those who would improve public 
education from the malignant efforts of those who would destroy 
(lt).» 

The board and the supcrinlendent. Tlie school board and the 
superintendertt work togetlrer as a team to interpret the desires 
of the community and to translate them into working school 
policy. Many suggestions as to policies will originate with in- 
dividual board members, but more will be recommended by the 
superintendent. It is his particular role to advise the board what 
any school policy will mean to the children involved. His pro- 
fessional training and experience in school administration and 
in teaching usually enable him to apply basic principles of good 
educational philosophy and procedure to any proposed steps. 
Final decision always rests with the board, but the final shape 
of these policies can be significantly benefited by the suggestions 
of the school executive. 

The origin of proposals for school-board policy show the 
democratic nature of the public school system. The schools are 
good when the community wants them to be, and it is the board 
of education which looks for and listens to opinions of the 
people about the education their children are experiencing. 
Translation of these desires, opinions, and dissatisfactions into 


■ AASA, op. cit , p. 36-37. 
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school policy to be put into effect by the staff is a continuous 
process of evaluating and improving the present program. 

The board that has a thorough knowledge and understanding 
of the community and of what education can do builds an edu- 
cational program that the community needs and can afford. 
Many school patrons are not fully aware of the value of a well- 
rounded school program, seeing perhaps only the more dramatic 
and tangible learning activities such as physical education, 
music, dramatics, and so on; others are perhaps content with 
an education geared to the "good old days” when they went to 
school and arc ready to suspect any suggested change. 

If the board senses specific cducalionai needs for which adequate 
support (by the community) is required, it is the duty of the board 
to elcvclop within (he community the necessary recognition and 
understanding of these needs to promote a desire to achieve them. 
To accomplish this purpose the b^rd must give coasideraWe atten- 
tion to educational planning tl^t involves more than immediate 
satisfaction on the part of its patrons.” 

The )jfo/cssio«al school executive. The office and duties of 
the professional scliool c-tecutive has been going through a 
process of evolution since the earliest days of public education. 
^Vhen the first public schools were organized all the people of 
a community met in (own meeting and took responsibility for 
operation of their school. Tliey made the decision to have a 
school, provided the necessary money, and elected the teacher. 

With growth of the school district and complexity of the 
educational program, the schools came under direction of a 
school committee, ubidi in turn developed into the board 
of education. Early boards not only determined what was to be 
done for children in (he school but also carried on all activities 
necessary in operating tire program other than the actual teacli- 
ing. They planned the actual details of what u-as to be taught, 
provided the building and kept it in repair, made necessary 
piuchases of supplies and equipment, hired a teacher to whom 
they delegated the actual instniction, and appraised the effec- 
tiveness of the teaching through their own visitation or that of a 
Ibid., p' 219. 
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special lay committee made up of learned people in the com- 
munity. Their organization was simple, but it included every 
essential executive activity to be found in the operation of 
today’s educational programs. 

• As schools grew in size and number of classrooms, the build- 
ing principal's position evolved to coordinate instructional 
activities among the teachers. In turn, the superintendency 
first came into being a little more than a century ago to co- 
ordinate instruction among several independent schools, each 
having its own principal. During this stage most of the execu- 
.tive activity was still carried on by the elected board, leaving to 
the superintendent only supervision of instruction and prepara- 
tion of courses of study. 

The general trend today is toward a superintendent as 
the sole, chief executive responsible to the board which has 
delegated all executive functions to him, retaining only the 
function of planning general educational poL’cy and social 
appraisal of the results. 

Theory and practice. Today the separate functions carried 
on by the board and by the superintendent are quite clearly 
defined in theory, but actual practices differ rather widely 
among school districts. The powers and functions of each are 
supposed to be mutually complimentary, divided on the basis 
of which role can be best performed by layman or professional 
and, most important, on the basis of what will give the best 
possible education to the children. In general, all legislative 
functions belong to the board and executive powers to the 
superintendent. The board makes decisions as to what and how 
children shall be taught, what facilities %\tI 1 be needed to do 
this most effectively and how they shall he supplied. The 
superintendent is responsible for carrying out these decisions 
and reporting back to the board their accomplishment.** 

The exact nature of the superintendent’s responsibUity for 
the educational program, the duties and powers that are his, 
his relations svilh board and professional employees are prob- 

>* For a classified Lsl of respecbve fuDctions in detail see American Assoda- 
tion of School Administrators, op. eit., p. 49-51. 
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ably different within each individual scliool district. In smaller 
communities w’here the number of children attending school is 
not great, the superintendent quite often teaclies in addition 
to his administrative duties. In such districts the board often 
has reserved for itself many of tlie administrative functions 
properly belonging to the superintendent. 

In a number of large districts there is still a “dual superia- 
tendency,” i.e., there is one e-xccutivc for the instructional phase 
of the program and another for all non-inslmctional activities 
such as finance, service of svrpplies, sdiool plant, cfc; both ex- 
cculi\’es are equal in authority and responsible to the board. In 
most districts where (he superintendent is the chief executive he 
has a trained group of assistant superintendents, supervisors, and 
specialists who assist him in carrying out the executive function. 
The size and work of this staff x-aiy according to the district. 

In general, the degree and qualit>' of leadership the superin- 
tendent exerts os'er the educational program is dependent upon 
his own ability and e.Tpericncc, »«pon the quality of laymen 
elected (o the school board and tliecr concept of their obliga- 
tions to children and to the community, and upon die pattern 
of presious working relations between board and superintendent 
In that community. The executive’s duties may Include: 

(1) A comprehensive Instructional policy; (2) the development 
of the school plant; f3) the selection and organization cjf personnel; 
(4) the development of the curriculum to make effecUve the in- 
sJnjctionaJ policy; (5) securing the attendance of children and 
adults; (6) the operation of the plij'sical plant; (7) the development 
of adequate records; (8) appraisal of tire efficiency o! operation of 
die several activities and tlw efficiency of their contribution to the 
general ohjectis'cs; (9) supervision of the program and personnel; 
(10) interpreting the community and the institution, (U) securing 
and expending finance essential for this program.^* 

T/ie principfli. Tlie principal is tire professional leader of his 
sclrool, its executir-e officer, and the representative of the super- 
intendent. It is his responsibility to carry out the plans, policies, 

11 Arthur D. Moehlnian, op- cif.. p. 26a A more detailed breakdown of thft 
executive operation is given on pp. 261-2® of this 
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and directives that have come from the office of the superin- 
tendent. His actual duties may be classified under three general 
functions: improvement of the instructional program, counsel- 
ling and guidance of students, and management. While there 
are separate and distinct duties Involved in each phase of the 
principal s operations, no one function can be disassociated from 
any of the others. The purpose of the school and its program is 
to promote development in individual cliildren, and the prin- 
cipal ser\’es to improve constantly the process by which that 
purpose is achieved. 

Instructional actinties and guidance are essentially two 
views of the same process: helping the individual child under- 
stand liimself, his environment, what he needs to live in that 
environment and motivating him to develop his ability to live 
as a happy, worthy citizen. Management is ihe organization 
and administration by the principal of the school day, the 
school plant and facilities, and the scliools personnel so that 
an optimum job of teaching and guiding the students can be 
accomplished. 

^Vhat is done for children in a particular school is the re- 
sponsibility of the principal and directly reflects his ability as 
an educator and as a leader. His philosophy of education and of 
administration, his understanding of children, his loiowledge 
of llie community and its educational needs, and bis ability to 
work with people — children, professional associates, parent 
and non-parent laymen— have significant bearing upon the 
quality of education in his school. 

In many small schools the princii>al carries a teaching load, 
often quite heavy, in addition to his administrative duties; the 
educational program in such schools is likely to suffer from bck 
of leadership unless there is an unusually good working spirit 
and relationship among the staff and uilh the principal. In 
some of Uie larger high schools, there is a rather elaborate staff 
organization of assistant principals and subject-matter depart- 
ment heads to help the principal cany out his functions. 

The teacher in the sc/iool s/ruc/orc. It is the individual cliild 
who is the focus of the educational program of the public school. 
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Tlic key person tlirougli whom all ser\ices to children are 
funnelled is the teacher in the classroom. It is the teacher in 
Avhose Ijands the coznmitnity ultimately places its responsibility 
for educating their children. It is essentia! that the individual 
teacher realize his role and purpose in the educational organiza- 
tion of a community's schools. Administrators, siii>ervisors, 
specialists of the school system arc "on call" to the teacher to 
be made use of in ever)' way possible in the feaclier’s conduct 
of learning activities for the children in Ills care. 

Of immediate importance to llie individual teacher is an 
awareness of the individuals who scr>'e in these administra- 
tive and advisor)’ positions, an understanding of their re- 
sponsibilities, and an insight into their educational philosophies 
and working relationships with other personnel in the system. 
An educational progratn is the /oint enterprise of a number of 
individual people, each contributing his unique bit to what is 
done for the individual clnldrcn. In no two scliool systems are 
the relationships lictwccn and among lay and professional per- 
sonnel ctacllj' tlio same. Tlie teacher will do well to make a 
careful, continuing stud)' of the countless \-ariab)es that make 
these relationships svhal they are and their effect on tlie 
teacher’s relations with cliildren in and out of the classroom. 

Belter c(fucallorial leadership at all levels. The key to the 
quality of educational experiences prosided for youUi in a 
partkiihr school lies in the manner in wliich the principal 
carries out Ills function as educational leader. Fundamental, 
lasting change in the program can be made by coordinated 
planning and action on the part of 13)^16^ students, teachers, 
and administrators. The principal should be able to stimulate 
gootl human rckitions among the faculty of tJje school and 
between faculty and students, proper motivation to leam on 
the part of students, and close relations willi the public. 

Improved leadership on the part of the local superintendent 
is of equal importance, for he is tlie educational leader of tlie 
whole «>mmijnit)'s program for tlieir youth. To increase the 
effectiveness of their professional leadership, school administra- 
tors arc dci’cloping their abilities in the area of human relations 
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through in-service study of the techniques of group dynamics. 
Attention must be given in the nation’s schools and teacher- 
education institutions to attracting and preparing for school 
administration the highest type of men and women that can be 
found. 

STUDY Aim DISCUSSIOK 

1. Determine the number of students enrolled in your local jum'or 
and senior high school, listing the number in each grade level 
from seven through twelve. Note the percentage decrease in 
enrollment approaching the twelfth grade. 

2. Conduct a class discussion on what young people will need to 
live as adults in tomorrow's society. Compile a list of these edu- 
cational needs. 

Q. Each student secure a list of the subjects offered in the high 
school ho attended. Compare the scope of the offerings in the 
various sizes of schools reported. 

4. Prepare a list of subjects you studied while in high school. 
Conduct a class discussion on which subjects did most for you 
and which did least. 

5. Prepare a list of the extracurricular activities in which you en- 
gaged while in high school. Compare the scope of the activities 
program in %'arious size high schools represented in your class. 

6. Conduct a survey of high schools represented in your class to 
determine the counseUiog services available to individual stu- 
dents for educational and vocational planning. 

7. Secure sample report cards from as many high schools as 
possible. Compare how complete is the information reported 
about the individual students. 

8. Study the facilities available in nearby high schools for educat- 
ing handicapped children. 

9. Attend a meeting of the local teacher’s organization. Note the 
issues discussed. 

10. Study the college entrance requirements of the various colleges 
in your state. What conclusions can you draw as to their effect 
on high school programs? 
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Factors Affecting the Program 
and Organization of Public Instruction 


David E. WUHs 


The public school is one of the principal institutions provided 
by democratic society to guide and direct the grow’th of its 
young people tow’ard the role of citizens. Together with home 
and church, and assisted by other agencies in the communitj’, 
the school provides activities designed to guide the all-round 
development of individual youth. 

The school’s prime resource by which these objectives will be 
realized is tlie classroom teacher. It is he who will plan and 
direct the objectives by which the individual's growth will be 
shaped; in the school it is he who will contribute most to the 
process of meeting the individual student's needs. To accom- 
plish this he must know sometliing of what the students are 
like as a group and as individuals; he must realize that each 
young person will have need of these skills, attitudes, and 
understandings to a diifereDt degree and that they can be met 
only through teaching that takes into account this individualit)’. 

Characteristics of the student population. More and more of 
the nation’s youth are staying in the pubL'c school program a 
longer period of time than ever before. In 1890 only seven per 
cent of youth fourteen to seventeen years of age were enrolled 
422 
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in high schools. The percentage Increased to 73 per cent in 
IJMO, and to an estimated 80 per cent in 1960 ‘ A high-school 
education for its cliildren has become an increasingly important 
educational and social goal to the American family, and higher 
incomes have made that goal economicaliy possible for the great 
majority of famUies. Youth tend to stay in school longer because 
opportunities for employment at early ages liave steadily de- 
creased. Compulsory-attendance laws have increased the age 
at which children may legally leave school; in the majority of 
states the upper age-limit is now sixteen years of age, and six 
states require eighteen. These changes are discussed in detail 
in Chapter 5. 

Tliese trends have brought a change in the cliaracteristics of 
the student group foimd in tlie teacher’s classroom. No longer 
is the group one of students with generally similar economic 
and social backgrounds, similar interests, and ability to assimi- 
late subject matter learning at a fairly high standard of 
scholastic achievement. 

In present high schools (here are all types of young people, 
having an e.xtremely great variation in background, interests, 
and abilities. Wicii tliere were only a few students in tlie 
public high schools, the general occupational objective was tJie 
professional field; youths %vho would enter skilled and un- 
skilled vocations were often able to move into the labor market 
without having to complete high school. 

Today when the great majority of high-school age youths are 
in high schools, youth svill move from school into all types of 
job classifications; job opportunities for tliose who do not com- 
plete high school are comparatively limited. The net signifi- 
cance to the teacher is a need to teach to a great range of in- 
dividual differences that calls for imagination; insight into the 
individualities of each youth, and ingenuity in attempting to 
help each develop to the utmost of his capabilities. 

Tlie following descriptions of individual youths taken from 
cumulative record folders in certain high scliools will perhaps 

• II. R. Douglass and L. H. Ellxrtt "School Enrollment and Teacher Need,” 
School end Sodely, 66.309-372, 1947. 
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give some understanding of the individualities to be found 
among the students in one classroom. Even from such a brief 
picture of each youth it is not hard to realize that each one is 
different from the others and that the difference is what each 
can contribute to and take away from an educational program 
is of great significance for their teachers. One can hardly call 
tliese young people "t>'pical American youth,” yet the seven 
million or so youngsters in high schools today are individuals 
just like those here described. 

Dick is a boy of many talents. He seems to have creative 
talent in many different lines, and finishes his academic work 
almost to perfection. His attitude makes him stand out in class; 
he appears to crave attention. A scolding or punishment only 
seems to serve as a "spotlight” on him, and he glories in it j'ust 
as much as in praise. 

In spite of his mischief, Dick is a likable lad and completely 
unselfish In other things besides attention. He honestly seems 
to like to make ever}'one like him. His creativeness finds ex- 
pression in outstanding art work, in sho^vmanship and ability 
to entertain other students. He dances very well and is popular 
at school functions; he is often called upon to put on little skits 
in assemblies. Unfortunately, he carries this showmanship into 
the classroom and fails to recognize that entertainment is orJy 
a small part of social living. 

Dick is Sttteen, short, well-knit physically, but he could 
hardly be called handsome. His father works as an unskilled 
laborer in the community and has a reputation for being a 
heavy drinker. 

Alan, a sophomore, is a quiet, good-looking boy of sixteen. 
He never says anj'thing in class without being called upon and 
sleeps quite frequently. He has received only average grades 
in all his subjects. 

His social life in and out of school is centered around a young 
girl with whom he has been going steady for Uie past bvo 
years, and the other students appear to accept this typical rela- 
tionship as “one of those things." Neither he nor his girl friend 
attend school functions. 

Alan, the second of six children, lives svith his mother, who 
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has a deformed arm, and does door-to-door selling to help 
support the family. His father is a log-cutter who works in 
another stale and lets his family get along as best they can. • 

Similar statements can be made about all students. These 
illustrations indicate some of the differences. 

Eleanor is a good-looking, well-groomed girl. Her clothes 
are good, and her hair is always in lovely condition. She is a 
vivacious person who becomes peeved when things don’t go her 
way. In class she works hard if she is interested but talks and 
disrupts when bored. 

Her father is a turkey randier who went to the Universitj' 
after finishing four yean in a military academy. She has t\vo 
older brothers who finished college and now own ranches in 
Arizona. The family has a beaiUiful home, and they do quite a 
lot of traveling. Tliey give Eleanor ever>' opportunity, She 
makes her owm clothes and earns extra money by raising 
chickens. Wliile in junior high school, she wanted to take 
interior decorating in college; now she tliinks she wants to 
study law, 

Kenneth Is a boy \rith ability, but one who questions every- 
thbig and has to tliink things over before he will accept them. 
IIo falls behind the other students and seems easily discouraged. 
He is an interesting boy and very cooperative, apparently want- 
ing to do the right things. 

ile is nice looking but wears dirty clothes, and his hands are 
never clean. He listens intently with his mouth open and ear 
cocked, and then asks you to repeat your question. Tlie class 
groans every time he opens his mouth to talk because he takes 
class time and they lose interest 

His father has had many jobs but now Is a farmer; his mother 
is a bookkeeper. He lias a younger brotlier and a sister. The 
family lives in a basement since their home burned before the 
children were bom. Kenneth works after school for two hours 
to earn money for school expenses. 

Dolores is a sophomore, fifteen years old, not especially 
attractive but lively and very friendly. She appears to be 
popular with other girls but not with the boys. 

Her father is a small, quiet man who came to America when 
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lie was eighteen. He is very hard working and has been very 
successful. Her mother is about thirty-five, attractive, vivacious, 
but apparently has not had much education. 

In class Dolores is always willing to work. This is not the 
case with many others, so her grades are above average. She 
listens most of the time during class discussions, but the few 
remarks she makes show good thinking. She is a dependable 
girl. 

Andij is a slim, dark boy with fine features. He isn’t heavy 
enough to be able to take part in many sports, but he is a good 
tennis player and has a letter in that sport. Every noon he can 
be found trouncing all comers at ping pong. 

His mother died when he was quite young. He lived \vith his 
father on the farm until he was in the first grade but now lives in 
to%vn \vitli his guardians. 

In class Andy consistently does work that is above tlie level 
of the rest of the class. Usually when a question is put to the 
class, Andy's hand is up, and, if no one else can supply the 
ans^ver, he knows it. He often tries to lead the class discussion 
away from the topic the class is on into one he thinks he is more 
interesting. He is a leader in the class activities, whether for 
good purpose or for mischief. 

Marlho is a rather thin but pretty girl of fifteen. She usually 
dresses quite colorfully and is always clean and neat. She is 
living witli her grandparents, who do not speak English. She 
has an older brother who is genuinely interested in helping 
her, but her grandmother refuses to let him do anything for her. 

She seems to be extremely shy. She will speak only when 
spoken to and then only in a voice so low it is difficult to under- 
stand what she is talking about, and seldom takes part in 
regular class activities. Several of the girls in the room have 
tried to make friends with her but all have given up because 
of lack of response from her. 

She has not done satisfactory school work but has been passed 
on from grade to grade to keep her with her own social group. 
Her main interest is art. She has her o%vn art materials and 
frequently will sit and draw pictures during the class while 
others are reading or iivriting. 
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What should the high school do for youth? MTiat shquld the 
individual receive in high school tliat will contribute to Ills dc- 
velop/nenl into a U’orthy, happy citizen? It is the teacher s re- 
sponsibility to analyze whal »l»e individual youth in his care will 
need, and it is hts task to malclt these “needs* against his in- 
sight info the potentialities of cacli individual. From tin's align- 
ment he will develop a practical working plan for what he, as 
an individual teacher, can do \vith available facilities to con- 
tribute significantly to the growth of tivese youths. 

There have been many statements describing tliese so-called 
“imperative educational needs of yoiitli" tliat the teacher can 
use as a guide in his own educational planning. The folJosving 
outline of basic needs might well be used: * 

1. Mastering the tooh of communication. 

2. Developing a strong body and a sound attitude toward it and 
toward good health practices. 

3. Developing satisfactory social rchUonships with other adoles- 
cents and adults. 

4. Understanding and appreciating the value of family life 
teselbcr u itli a tlcsife for and ability to improve family Jiving. 

5. Acquiring knowledge of, practice In, and zeal for democratic 
processes. 

ft Becommg sensitive to the importance of group action in the 
attainment of social goak and proficient in the skills involved 
in such action. 

7. Becoming nn effective consumer. 

8. Becoming occupationally ad/ujted. 

9. Developing a meaning for life. 

Tlie teacher svill have to break dovvn such a list of youtli 
needs into detailed skills, understandings, and altitudes tliat 
can be met through the learning activities in and out of the 
classroom which the teacher can plan and direct. He rvill con- 
tinually seek to revise lu's concept of what his own students 
need in light of new insights into what they are like as in- 
dividuals and in light of his own grown in-service. 

Witliin the overall organ'ization of the program various units 
have been formed that are based upon pupil-age levels; certain 

s Victor f-t. frousfon. CliarJe# W. Suiloid. aod J. Uoyd Trump, Guide to the 
Studu vf Ihe Curriadum in ihe Secondnj/ Schoob of Illinois, Illinois Secondary 
School Cuaiculiim Program BuKrtjn Ka X (ftfared by Audborify of Ibe 5cate 
of Illinois, Augxist, 1048), pp J5-I7. 
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years qt "grades" are assigned to each unit. The basic units 
generally found are: ruirscr)' school, age three and four; kinder- 
garten, age five; elementary', grade one through six or eight; 
junior high school, generally grade seven through nine; senicir 
high school, grades ten through twelve; community college, 
grades thirteen and fourteen. 

There are many different combinations of these units in the 
vertical organization of school programs. Combining grades 
one to eight in one unit and nine through twelve in the other 
unit has been the traditional pattern. Other basic plans include 
the so-callcd 6-3-3, 6-6, 6-4-4 organizations; further variations 
of lliese vertical organizations are to be found. 

The secondary-school phase of the educational program 
generally includes grades seven through fourteen, combining 
junior and senior high school and the community college. There 
are many advantages and disadvantages to be found in each 
type of organization, but the articulation of the programs within 
each unit presents a serious problem in any pattern.* Coordina- 
tion of learning activities and teaching operations, charting in- 
dividual pupil progress, and building of a more complete in- 
sight into the individual through effective systems of cumulative 
records, understanding of what is being done for the child at 
each level, sharing and effective use of facilities — these are 
but a few of the problems that arise in trying to insure a smooth 
and uninterrupted process of development in the individual 
child. 

The overall plan of the educational program varies among 
communities according to factors characteristic of a particular 
community and its people. The character of the educational 
plan is greatly determined by the degree to which the people 
of the community understand the purposes to be served by the 
school and by their ability to support the educational program. 
Also determining the character of the program is the student 
population, as well as the mental, physical, and emotional 
characteristics of the children in the group to be educated. 

® A pertinent discussion of the merits of various types of school organizatioo 
may be found in flie SchooZ Exeevtree, 68:63-76, OctobCT, 1W8. 
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Another determinant is tJje quality of leadership and service in 
tlie professional staff of llie schools. It will benefit the in- 
dividual teacher if he will closely study the liow and ^vhy of the 
school organization in the community in which he teadies. 

Nature of the high sdiool program. Educators generally 
believe that learning in tlie indivulual child is a continuous, 
total process of modification of hts behavior through a series 
of experiences. Every activity in a day’s time contributes to- 
this process of growthj he learns consciously and unconsciously. 
IBs learning does not stop when he leaves the classroom or the 
school grounds. He learns from relations wntli people. He learns 
from seeing, hearing, feeling, smelling, tasting any and all of 
tlie elements about him. 

Not all of what the pupil learns is purposefii! nor is everj*- 
tliing he learns conclusive to development of a wortliy adult 
citizen. That process of )eaming in the individual needs guid- 
ance and direction. Tlie educational program of die school 
functions to provide the kind of experiences that will accom- 
plish this guidance and direction of what die individual learns. 

The day-to-day activities planned and provided by the school 
to influence and promote learning in the individual students 
constitute the cu^culum of the school. This concept of die 
curriculum as including all experiences planned by the school 
is not universal but is usually found only in more fonvard- 
looking schools. 

Gui'dcnce. Upon entrance into the high school program tlie 
individual student is expected to choose a certain course or pro- 
gram of studies which he is to puRue during the term of his 
high scliool years. These so-called “courses" are schematic 
arrangements of subjects grouped according to what is supposed 
to be the student’s interest in and ability to prepare for a career 
after graduation. For instance, if he thinks he wants to go to 
college, he will follow a college preparatory comse; if he is in- 
terested in a certain trade, a vocation course; if he doesn’t know 
wfiat he n^iifs, sv?i/c?r is too often frwc, snd his schohrship and 
academic ability Iiave been not too good, he ma)' be advised to- 
clioose a general course. 



430 ORGANIZATION OF PUBLIC INSTRUCTION 

In some schools, these courses are parallel to each other and 
run vertically through the entire high-school period. Once the 
student is embarked upon one course or another, he is allowed 
few options of Other subjects that may interest him outside the 
course requirements. 

In the larger high schools, the student may choose from 
several such courses; also, he is able to choose from a wider 
variety of subject-matter offerings in any one course. In the 
smaller high schools, however, because of limited facilities and 
fewer teachers \vith consequent narrower coverage of subject- 
matter areas, the student has only a limited choice of courses 
and of subjects within each. Quite often there is only one course 
of study in the small school, and it fulfills college entrance re- 
quirements; every student goes through this course regardless 
of interest or abilitj'. A system of constants with electives is 
much to be preferred to a series of rigid curriculums. 

The subject-centered phase of the educational program is 
built upon the premise that all students will receive approxi- 
mately the same material in prescribed doses administered by 
the teacher. This does not agree with what is now known about 
individual differences and human learning. 

The value of each subject to the individual pupil in terms of 
its use to him in adult life is not always readily discernible to 
the student himself. As the subject is unfolded in the classroom 
it may be only dimly related to the realities of the learner’s life 
situation. Since most students find it hard to apply themselves 
to learning something when they see no immediate reason for 
it, their teachers are faced with the alternative of presenting 
that purpose to the learner in terms he can understand or ofdo* 
ducing him to learn through relatively artificial means. In the 
day-to-day classroom periods all sorts of "discipline problems 
may arise from pupils hawng to learn when their hearts are not 
in it. Guidance is imperative because of the great diversity of 
interests, abilities, and needs of the individual students. 

Remedial instruction. The student who has meager mental 
ability or is handicapped by poor reading habits may be con- 
sidered vmpiepaied to measure up to what is expected of stu- 
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dents at the Jjfgh sdtoo) level. In an increasing number of 
secondary schools, this student may be recommended for 
"remedial instruction” to bring him up to where he can achieve 
on a level with tlie others. These students who have difficulty 
in adjusting to the educational program are removed from 
the classroom for special diagnosis and treatment by various 
specialists, ordinarily with considerable success, and then re- 
turned to the classroom. 

Activities. The extracurricular phase of the program originally 
came info being to p've students opportunity to participate in 
activities built around their special interests. Many out-of- 
class activities have been planned and organized very largely 
,by students themselves and have been conducted according to 
democratic principles of group action. Because sucli activities 
have been based upon individual student interests and because 
students have been allowed to participate in their planning and 
direction, their \’alue as learning experiences has been great. 

Inclusion of various activities in the educational program of 
any one hlgli school usually depends upon the variety of special 
interests among the teachers who will serve as sponsors, upon 
the expressed desires of the students, upon t])e facilities witlifn 
the school plant and community, and upon the time vrithin the 
students’ day that can be devoted to participation. This last 
factor is a particular problem in the many high schools where a 
large number of students are transported to and from school on 
busses, Hiere has been a growing trend to give many of these 
out-of-class activities equal standing with subject-matter classes, 
in some schools, tliey have even been made a part of tlie learn- 
ing experience within the classroom. 

Ocher factors which shape the program. Each community 
in the nation should have a certain amoiml of freedom to set 
up an educational program designed to meet its peculiar needs 
and the needs of its own youth. Yet, most high schools have 
programs that follow a fairly uniform pattern of required and 
electi%-e subjects and out-of-class acativities. Understanding of 
the factors that influence the program Is necessary if one is to 
consider how change in the program can be effected. 
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The educational program operates within the organizational 
structure described in the previous chapter, but there are 
agencies, pressure-groups, and intangible forces operating 
Nvithin the school, in the community, and over the nation to 
determine what shall be done for youth in the school. 

Within the community. Not every one in the community 
holds similar opinions about what the school should do for 
youth. The only concept of what a school program is like on 
the part of many people is the memory of what they experienced 
when they were in high school. Adults are quite likely to feel 
that what w’as good enough for them should be good enough 
for today’s young people, and are likely not to understand the 
need to do more in meeting youth needs. 

The only contact many parents have with the school’s pro- 
gram lies in the homework assigned their youngsters, the daily 
school experiences these children describe, and the activities 
in which they see them participate. Parent reactions to these 
phases of the program may be quite N'aried. 

Merchants and professional men of the community who have 
contact with the young people as consumers and as new em- 
ployees are likely to \'alae the high school program in terms of 
the abilities and attitudes they see in some individ uals and are 
lacking in others, 

^Vhat the community %vants and what it is w illin g to pay for 
affect directly the scope and quality of curricular offerings that 
can be scheduled in the local high school. The amount of money 
available for the educational program determines the number 
of curricular activities that may be offered above the state’s 
minimum required program. It determines the teacher-pupil 
ration in the classroom, v^ch affects directly the amount of 
attention each teacher cai^^ve to individual students and the 
degree to which she is able to teach to wide ranges of abilities 
and interests. It detennines the class and e.Ttracuiricular load 
assigned to eacb teacher, and the extra time for planning and 
conferences with students. It will determine the number of 
specialists who can be employed to bring resources and assist- 
ance to classroom teachers. Perhaps most important, it de- 
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termines tlie quality' of teaching that can be secured by fixing 
the salaries that can be paid to teachers. 

There are many "publics* in a community, each likely to have 
a different degree of understanding of what is being done in 
tlie high school and a different idea of what sJiouId be done. 
Tliese publics are organized as well as unorganized and are 
scattered tliroughout the community. But when school issues 
become vital to them, they can gather to speak their opinions. 

The degree of interest in the educational program and sv'hat 
is happening to young people will vary widely among these 
groups. School board members and faculty members should 
study their community carefully to locate and evaluate these 
groups. Tlie principal lay groups exerting unofficial influences 
on tlxe school program have been identified as: 

(1) Financial, industrial, and commercial otgaoizalhnsi (2) Labor 
organizations; (3) Patriotic societies; (4) Commercial corporations 
with goods and services to sell that directly or indirectly touch the 
school and personnel within it; {5) Religious groups; (6) Economy* 
minded organizations planning to reduce school costs; (7) Voca* 
tional and professional organizations; (8) Professional educational 
groups; and (9) Organization of parents.* 

Tlie scliool board will consult the opinions of these people, 
both tliose in organized groups and those not organized, in con* 
sideling formation of school policies. Teachers and administra- 
tors \vill be sensitive to the expressed and implied opinions of 
parents and otiicr patrons in determining the following: the 
learning activities to be provided in the curriculum, methods to 
he used in promoting and evalnaling pupil progress, and plans 
for improvement of what is done in the school. The process of 
working to educate the public to the need for effective educa- 
tion and getting lliem organized to bring it about leads to a 
definite stability in the educational program that is charac- 
teristic of a school system in a democratic society. 

Within the school. Educators, as svell as the supporting 
citizens, are reluctant to abandon die tried and true in a school 

*IIarl R Dougbss and Cal'in Grieder, American Public Education (New 
York: Ronald Press. 1948). pp. 223-228. 
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program for something with which they are unfamiliar. Tlic 
past experience of many faculty members in all probability has 
been wth a certain type of curriculum. Tliey have no real 
basis for understanding the liow, what, or why of any different 
plan. They feel a sense of security in retaining essentially what 
they have and prefer to consider only changes that modify 
existing organization and procedures. 

In considering fundamental changes in organization of con- 
tent, many school people want to look at what is being done 
in other school systems to solve problems similar to their own. 
What is found elsewhere may cither scr\'c as a justification for 
retaining present practice, or it may lead to installing almost 
blindly what is in use elsewhere without careful consideration. 
Thus, what often happens is a lot of talk about what could be 
and should be done with correspondingly little action. 

One of the greatest determiners of what shall be done in an 
educational program is the school plant. School buildings are 
usually planned on the basis of a certain philosophy of educa- 
tion and built to allow operation of on educational program 
based on that philosophy. Buildings arc permanent structures, 
requiring an outlay of money by the community tliat cannot 
be repeated except at infrequent interxab. 

Thus, any program will be limited by tJie facib'ty with which 
the building can be adopted to the acti\'jties planned for stu- 
denb. A fatal tendency in some scliool systems is to postpone 
any efforts to make best use of present facilities while waiting 
for provision of new’. The limitations of the physical plant can 
be overcome in large part by an energetic faculty and some- 
times by minor renovation, such as changing classroom walls 
to provide more space. 

Resource materials. Another determiner of what can be 
done in an educational program is the quality and quantity of 
resource material available to teachers and pupils. Teachers 
need instructional material aroimd which to huild learning 
activities; they proWde them with examples, illustrations, and 
applications which they can employ in teaching operations. 
Students need these materials to make learning meaningful. 
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Mere verbal descriptions b)' Ibe teacher do not result in ac- 
curate or lasting concepts to any but the superior students. 

^\^len the textbook is the only resource available, serving the 
teacher as outline for the content and sequence of learning 
activity and the student as almost the sole source of informa- 
tion, little real learning can be expected. System and state-w'de 
adoption of textbooks allow comparatively little flexibility of 
choice to the local school. 

Selection of current periodicals, references, and other ma- 
terial for libraries is best when based on teacher-planned learn- 
ing activities. Limited choice of audio-visual materials, partic- 
ularly in small schools, and inflexible scheduling of the use of 
such materials in large schools hinder really effective learning 
experiences. 

The morale of a faculty can transcend (he physical limitations 
of the building. Tlicre is likely to be continuing effort made to 
do the utmost for indmdual students with present facilities 
while waiting for better, if there is a spirit and practice of co- 
operative effort to evaluate results in terms of student growth 
and morale and to plan for trying out of better ways to meet 
youth needs. Essential to such spirit is administrative leader- 
ship that can stimulate the staff to work together on common 
problems and to share Ideas. Without this spirit individuals 
within the staff are likely to feel that there are too many in- 
liibiting factors to allow serious effort to consider change of 
present practice. 

Outside the community: colleges. Tlie high school curriculum 
has long been greatly influenced by the fact that in every high 
school there are certain students who will attend college after 
graduation. Consequently, when they enter high school, many 
stitdents emlark upon a program of studies that will enable 
them to qualify for entrance to a college even though they may 
not have the intellectual or financial ability to meet the 
standards required for college attendance. In addition many 
may not have matured enough to know where their vocational 
interests lie. In other words, an early choice is made because 
their parents do not want the “door to college closed” to them 
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and because this college-preparatory course carries \vith it a 
prestige tliat any other lachs. Countless young people have had 
to suffer through such a program even though they did not go 
to college. Thus, they have often had more useful learning ex- 
periences denied them. 

Preparation for college has restricted curricular offerings in 
high schools by dictating the subjects needed for so-called 
“college entrance requirements" and by necessity to drill some 
students for “College Entrance Board Elxaminations." Admission 
only on the basis of entrance examination scores bas almost dis- 
appeared except in a few private institutions, but admission 
officers in many colleges and universities closely evaluate stu- 
dent transcripts to see that llie approved pattern of basic 
courses in history, English, mathematics, and sciences are 
offered. Content of a course Is seldom questioned, but if these 
traditional requirements do not appear or have been given 
more functional titles, the student may be required to make 
up certain “deficiencies" xsithout credit before being officially 
admitted. There is a growing trend to require for admission , 
only the transcript and a letter of recommendation from the 
high school principal saying that the individual is capable of 
doing college work. 

Performance in college by graduates of an individual high 
school I^s a strong but indirect influence upon content and 
method within the college-preparatory subject courses. . If word 
drifts back that students are having trouble in history, or if a 
number of graduates are having to take “sub-fieshmen" because 
they “didn’t know their fundamentals," the teacher of the 
particular subject is likely to be told that her “standards are 
too low.” Unfortunately, the students who probably are not 
going to college are also given excessive drill along \rith the 
students who need further drill to meet traditional college 
standards. The evidence we har-e of success in college, except 
in specialized fields such as engineering, gives little hope to 
those who would prescribe the units necessarj’ for college at- 
tendance. 

Accrediting agencies. The practice of evaluating high schools 
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to dcU'rmiin* wlictlicr or not Iholr prnprams meet certain pre- 
tletcnninwl .slandartls first arose when colle^jcs soiifiht to insure 
that gmditales of high schools were adcqimlely prepared for 
college .study. Associations of colleges nnd secondary schools 
were org.uuVed to rlctermine the nocessaf\’ standards, evaluate 
tlje ediiralional progranw. and to approse or accredit those 
meeting the standards. 

The North Central Assocution of Colleges and Secondary’ 
Scliools was the first to Ise esiahlislicrl in ISOS. Standards for 
accreditation base generally lieen concerned with quantitative 
phases of the program sricli as school plant, IcnglJi of school 
year, snh/ect oiferings. feacher laitJ. qu-ilifications of teachers 
nnd administrators, niimU-r of Irooks in tlic !il)raty, nnd records. , 

efforts have hern made to seek more than quantitative 
measure of llic quality of an educational program and to seek 
criteria and inslnimenls that will determine how well the needs 
of Individuals and commimily arc being met. The nnfortnnate 
effect of these acercrliling agencies on high school programs lias 
been to restrict their offerings to college-entrance requirements 
when funds and facilities do not permit much \ariety. 

State (IcjKtrtincnts. In order to Insure that the state's minimum 
prograrn of edneatior? is lacing pms’ided, state departments of 
public instniclion base taken upon ihcmselves an evaluative 
and accrediting function similar to that of agencies described 
in the prcWoiis paragniph. The)’ Irave declared that certain 
standards must lx; met if state aid to st‘Condar>‘ schools is to be 
given to (he iridivirhial .school district. Manj- districts, svith 
sparse population, able to maintain only a small high school, 
have found it increasingly lianl to support the program required 
by the state. Tliry have had to face the alternatives of being 
lahcllctl non-acereditetl and losing state aid funds or of closing 
their high school and sending thrir students to a jjearby 
accredited school. 

Tliis process has speeded reorganization of many small, in- 
efficient school districts into consolidated high scliool districts. 

It has also forced many small high sdiools to limit their pro- 
grams to a meager fare of oJlcge-pr^ralory courses lauglit 
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to very small classes, often with inadequate facilities and by 
teachers whose training does not lie in the particular subject 
fields. Such programs are frequently supplemented by cor- 
respondence courses. 

Professional organizaiions. The National Education Associa- 
tion and its many departments, state and local education 
associations, and other organizations, educational foundations 
and boards, honorary' organizations and many other associations 
of professional personnel have made significant contributions 
toward improving educational opportunities for American 
youth. They have been instnimental in broadening and im- 
proving educational programs through research in many areas, 
through efforts to secure improved school la^v5, through up- 
grading standards of teacher and administrator preparation and 
certification, through campaigning for improved working con- 
ditions for teachers, by encouraging educational experimenta- 
tion and lay-professional cooperation. They are a growing force 
in the improvement of what is being done for youth in the high 
school and elementary school classroom. 

STtrOV AND DISCCSSION 

1. Draw or secure a map ol the local school district in which you 
went to school or the one in which your college is located. 
Place the following on this map: Icxiation of each elementary 
and high school in the district. aD bus routes. 

2- Go to your county court house and interviesv the county 
superintendent. Discuss with him the operation of his staff, 
the number of schools which he ser\'cs directly, and the scope 
of lus duties. 

8. Secure a copy of the state laws covering education in your 
state. From this source detennine the following: 

a. Process by which members of the slate board of education 
are elected, their tenure of ofBce, their duties. 

b. Process by which chief state school officer is selected and his 
duties. 

4. Attend a meeting of your local school board. Listen carefully 
to the issues being discussed. 

5. Draw a chart of the staff organization in your local school dis- 
trict 
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6. Attend a faculty meeting in a local high school. 

7. Secure a copy of the annual ljudget estimate of your local school 
district if such is nx- ailah To. 

8. Visit a classroom in which the teacher is teacliing the same 
subjects you are preparing lo teadn 

9. Interview this teacher and others to determine what supervisory 
and specialist help he or she has available in the school organiza- 
tion. 

10. Interview several lay people in your o\vn community. Trj’ to 
determine their interest in the school program and how com- 
plete their understanding is of what is being done in the sebool 
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Interest tests, 360-361 
personality inventories, 358-359 
o( teachers, 4-7 
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function of state, 395-396 
growth of, 3--4 
information on, 291, 306 
inofessional status of, 3S-39 
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income and liigli school attendance, 
99-100 
size of. 89-87 

Farmvillc School, 117-U8, 120, 122 
Federal government: 
aid for eduealion.‘147.l?8. 1S7-I58 
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FTA aubs, 253 


Caog. acceptance by, 51 
C I. Bill of nights, 72. 400 
Girls: 

early educational opportunities. 

152, 154 

In extracurricular acti\4b'es, 221 
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Monitorial system, Lancaslrlao, 153 
Monroe, Paul, quoted, 138, 139 
Metal guidance, 287 
Moral values, 60-6t 
Morehcad, Dale, "A Checklist of 
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supervisory position, 19 
teachers of exceptional children, 21 
Oiientabon for students, 312-313 
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Preparation of teachers: 
future standards. 38 
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Public school, a cl.-issless soriely, 71 
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teacher duties, 303-316 

Q 
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Scholarship aid for the roost able students, say two per cent 
of the population, would enable some potential leaders to stay 
in school, but not all needy children arc potential leaders. 
Furtliermore, nearly one-half the “cost” of attending school is 
for clothing and even if scholarship aid were available, it goes 
against the grain for healthy young people to accept clothing 
from sources outside the family. Many boys and girls rvoidd 
ratlier go witborit tbe things they want and need than accept 
charity. 

Few people object, however, to young people earning the 
money necessary to stay m school Here, in normal tiroes, seems 
to be tlie solution to the problem. It is a community responsi- 
bility to see that jobs are available so Uiat needy and worthy 
young people can cam tJie money to continue their education. 
Likewise it is the school's job to coordinate with his academic 
program the work which enables tbe young person to stay in 
school. 

During tlie war, millions of boys and girls were eagerly 
sought in the service occupations to replace their older brothers 
and sisters who had gone into war production or into the 
armed services. \Mien (he war ended, many communities for- 
got that young people needed the learning experience of work- 
ing, and that large numbers of them needed part-time jobs to 
enable them to stay in school This means that school teachers 
and administrators have an educational task to sensitize their 
communities to the needs of a work-experience program. 

During periods when jobs are scarce, tlie problem is different. 
Some years ago the NYA enabled man)' young people to earn 
part of the money necessary to stay in school. But sufficient 
funds never were available. The average sum earned by high 
schools students on NYA projects was about $4.50 per month — 
helpful, but not enough to pay the cost of school attendance. 
Moreover, although the NYA was helpful, it should have been 
administered as part of the sdiool system instead of apart frooi 
it. It is generally agreed that the funds for the in-school pro- 
gram should have been allotted to the U.S. Office of Education 
to be given in turn to die state departments of education for 
distribution. 
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Class SmuCTunE and tiie Pubug High Soiool 

It has long been an American creed that the United States is 
\vithout class stnicture or restriction on social mobility. It has 
been a fond belief of many citizens that the school is a com- 
pletely democratic, classless society. Certainly the school is 
the most democratic institution in Anierican life. Economic 
circumstances of families are overlooked in schools more gen- 
erally than anywhere else; boys from “across the tracks’* become 
heroes and athletic captains. Often their prowess enables them 
to attend a viniversity and to become “upward mobile” in so- 
ciety. It is part of the American dre.im tliat anyone can rise In 
our society, if he washes to do so. This Iwlief is not without 
foundation, for a railspliltcr and a haberdashery salesman has’c 
become presidents of the United Stales. Scarcely any citizen 
can be found who does not know someone who 1ms achieved 
nnancial or social success, in spite of humble beginnings, be- 
cause of intelligence, beaut)', talent, or perseverance. Tlie 
possibility of “success-upward” mobilily we shall give up only 
under the severest duress. 

Class siructuTc in the As any community in- 

creases beyond a dozen members, clioices must be made re- 
garding the association of individimts with each other. Com- 
mon ideals or beliefs, a similar background, or a desire to live 
in the same way tend to dictate these clioiccs. Social anthro- 
pologists who have studied the bchatior of citizens in their 
relationships with one another indicate there is a class structure 
and th.at it lends to become stratified. SUidies have been made 
in New England, in the Middle West, and the deep South 
dcscril)ing the social class slnictiirc in three different coin- 
munit/cs.*‘ There is a growing literature in both professional 

U W. Uo>tt W'arnrr an«] Pjul L«»f. Th« Soefal Ufe «f a Com- 

munltiy. (New lla\cn, Connwlicul. Yatr UnIwjUy Prw. lOtl.) 

Tlio eommttlpt,* on Human DoTiopment at tftp t/nrtcfsity ot Clilcaco fiat 
»ponsar«l » s<n« o( on this topic. Anwmjt tlwm are; A. B Hollineshrait. 

Efrntfoicn’a youth. (New Yofk: Wiley, 1319.) W L Warner. R, H Ifas-li:. 
liiirst, amt Nt. B. Loeh. Who Stiafl Pf Edueatt^l? (Ni-w ViitV; Harper and 
Brothers. 1914), p. 1S6, 

ADison Davit. Burbofffer Canlnrr. awl Mary Gardner. Drrji South - A Sridfli 
Atifhrc^ofltojt Stwfit of Carte erul Clatt (Chicago. University of ailcago 
rrett. 194J.; 



